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Abstract 
 This thesis contains three related studies in the general field of educational 
psychology and in the specific area of behaviour, educational achievement and educational 
needs in mainstream schooling. The work investigated relationships between behaviour and 
achievement in the educational context of Kuwait, where poor behaviour has been argued to 
be a primary cause of low education achievement levels. Using a systemic approach, the first 
study sought to establish patterns of behaviour and educational achievement among Kuwaiti 
pupils in grades 4 and 5 of primary schools. The results indicated associations between some 
behavioural traits (particularly hyperactivity) and measures of literacy and numeracy. The 
second study took advantage of an inclusion project undertaken in Kuwait to improve 
classroom management practices and increase awareness of, and support for, students with 
learning problems. Using the same methods as in Study 1, the second study investigated 
levels of behaviour and educational achievement among pupils in grades 4 and 5 taught by 
teachers who had been inclusion trained in comparison with non-inclusion trained teachers in 
an adjacent educational district. Results suggested that the hypothesised associations between 
behaviour and academic attainment existed but there were no significant differences in the 
measures between schools where teachers had been inclusion trained and those where they 
had not. Thus, relations between behaviour and academic achievement are important and may 
be impervious to change. The third study explored the comparative attitudes, practices and 
beliefs of inclusion and non-inclusion trained teachers and identified one significant 
difference, which was in terms of the educational structures of Kuwait. The thesis has the 
potential to make contributions to knowledge in several areas, both theoretical and practical. 
One is that there is a relative lack of similar studies that are set within a Middle Eastern 
context generally and within a Kuwaiti context specifically. Others include a systemic 
approach (something that differentiates it from a majority of work in this area of educational 
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psychology) and the potential to inform future policies and interventions in Kuwaiti primary 
schools that are focused on behaviour and its associations with academic attainment.  
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Chapter 1: Background 
 This first chapter of the thesis seeks to set out the context in which the studies 
that follow are set. As a prelude to the more comprehensive considerations and 
justifications for the work that emerge from the following chapter (Chapter 2), it 
introduces the general subject area, the nation of interest, its education system, and the 
inclusion project that was one motivation for the wider undertaking. 
 There are many aspects to the experiences of children in their formative years 
and there are many compelling reasons to see these years as being critical for them as 
individuals and for the society of which they become a part. There are also many 
theories and beliefs concerning the development of children and these have been 
articulated by theorists who have sought to explain the processes that are gone 
through in order that the most conducive environments can be created: Piaget and 
Vygotsky being two of many that come to mind. 
 Although these theorists placed emphasis on different areas which influenced 
cognitive development, with Piaget for example being more concerned with the 
individual and with stages of development (Lerman, 1996) and Vygotsky with the 
socio-cultural environment (Vygotsky, 1978), such theories acknowledge to greater or 
lesser degrees that the developing child will have multiple influences apart from their 
biological processes that will determine patterns of behaviour and academic 
achievement. Thus, while it may be true that individuals create their own subjective 
and even objective realities through “social negotiation,” by continuously testing the 
validity of new knowledge and using that as additional beliefs or to correct and adjust 
existing knowledge (Khalid & Azeem, 2012, p. 170), the sources of this knowledge 
and of these interactions with the world will come from numerous groups and sources 
and will be contingent upon individual interpretations of it. Further theoretical 
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support, which may have a closer association with the systemic approach developed 
in this thesis, can be seen in the work of Bowlby and the importance of attachment 
and role relationships (Waters, Crowell, Elliot, Corcoran, & Treboux, 2002) as well as 
in terms of a “continuous reciprocal interaction between behaviour and its controlling 
conditions” (Bandura, 1971, p. 2). 
 The notion that individuals will interpret the world around them in different 
ways and that the influences which will determine these interpretations come from 
multiple sources is, of course, not new nor anything but self evident and the same is 
true of patterns of behaviour. Otyek (2000), for example, highlights five general areas 
which will have an influence on behaviour, and these are individual differences, 
variant family patterns, impairments and disabilities, environmental and psychological 
factors. Each of these general areas can be broken down further into categories, for 
example individual differences may be influenced by gender, intrinsic intelligence, 
physical and emotional and personal differences, but the point is not so much the 
number of categories but that there will be many and that the net result will be 
differences in patterns of behaviour which will become manifest within an 
educational environment. 
 From these points it becomes clear that there will be consequences for the 
individual and for the educational environment in which they are positioned if 
behavioural problems are created and these will have an impact on the individual 
concerned, fellow students and teachers. Giallo and Little (2003) suggest that this 
impact may not only include a negative effect on the individual concerned and the 
learning of other children but may also create a sort of downward spiral where a 
disproportionate amount of time is spent by teachers in dealing with behavioural 
problems, which in turn means that the flow of learning is interrupted, curriculum 
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requirements are not covered, the authority of the teacher is undermined and that there 
are therefore “decreased opportunities to learn” (Giallo & Little, 2003, p. 21). 
 An acceptance that human behaviour and human interactions are multi-faceted 
and that they have the potential to contain multiple individual and societal truths has a 
clear implication. This is that the influences that may be contributory factors towards 
key educational areas such as behaviour and academic achievement (and the possible 
connectedness between them) cannot be properly understood unless an approach is 
used that takes account of the views of different stakeholder individuals and groups. 
Such a proposition finds considerable support within the relevant strand of literature; 
Mooij and Smeets (2009), for example, acknowledge the central role of the teacher in 
education but also note some typical limitations in them and in the school 
environment. These include a position where attention is paid to providing a 
sufficiently robust socio-emotional environment and having systems for the detection 
of behavioural problems but where they also often lack a “coherent pedagogical-
didactic structure” and a systemic approach towards the gaining of information from 
parents and other internal and external stakeholder agencies (Mooij & Smeets, 2009, 
p. 597). 
 The implications of such failings may be considerable for the children 
concerned as well as for the educational needs of other pupils. Research has found, for 
example, that children with emotional and behavioural disorders are less likely to 
complete their schooling (by graduating) and typically have below average scores in 
maths and reading. They are also more likely to have dealings with the criminal 
justice system and be more frequently associated with mental and welfare systems 
than other groups (Groom & Rose, 2004). Although not the subject of this study, it is 
nevertheless relevant to consider a difference between children who have been 
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diagnosed with specific disorders and who are treated as having special needs either 
in specialist schools or in mainstream schooling and those who have behavioural 
difficulties but who are not within existing parameters of diagnosis. For the former 
group, the fact that they have been diagnosed, for example with attention deficit 
hyperactivity disorder (ADHD) or autism spectrum disorder (ASD) means that they 
will either be placed within separate schools or will receive the attention of specially 
trained teachers within the mainstream environment. For the latter, unless there is an 
adequate system of detection, they will be positioned within the spectrum of 
‘normality’ with the behavioural expectations that come with such a label, a factor 
which, if not recognised and appropriately dealt with, will be more than less likely to 
enhance their problems and lead to lives that may be unfulfilled in the ways 
described. 
 The blurring of divisions between those children diagnosed as requiring 
special attention or not can be seen by noting that the levels of diagnosis will be 
contingent upon the measures employed, but the existence of problems that go beyond 
the rather binary yes/no of special needs categorisation can also be seen from a UK 
study that found evidence that as many as 8 per cent of young school children in 
England had serious behavioural problems and that 6 per cent are “clinically 
borderline” (Department for Education, 2012). Teachers, furthermore, have been 
found to have the least tolerance of or ability to deal with emotional behavioural 
disorders compared with the wide array of other issues that they have to deal with 
(Mooij & Smeets, 2009). 
 That parents have a significant role in terms of the behaviour of their children 
and in their development is quite self evident but can nonetheless be supported by 
emphasising a number of related points. If two dimensions of family life are 
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considered, namely parental control and parental care, two potential behavioural 
influences emerge, one being that too much parental control can lead to anxiety in 
children, while a lack of parental care can lead to depression (Holt Kantor & 
Finkelhor, 2009). Within a wider context, furthermore, certain family events can 
cause similar problems, such as the divorce of parents, their death, or being mistreated 
by them (Holt et al., 2009). 
 From these and other background points made it becomes clear that the 
behavioural aspect of educational psychology has multiple strands of influence and 
these are both internal to the individual and external in the ways experiences with the 
world are encountered and processed. This suggests that for any worthwhile 
knowledge to be gained, a study within this arena must be holistic and inclusive of all 
influences that it is possible to measure and must be seen within its cultural and 
educational context. Therefore, before setting out the aims and purposes of the overall 
work, it is necessary to provide these contexts with regard to the nation within which 
the study is positioned. 
 
Kuwait 
 Kuwait is a nation state in the Middle East region of the world which has an 
estimated population of just under 4 million people, of which approximately 69 per 
cent are foreign nationals. Most of the population (98 per cent) live in urban areas, of 
which the largest is Kuwait City, and which has a population of nearly 2.5 million 
(UN, 2015). With a per capita gross domestic product (GDP) in excess of $40,000, the 
country is among the richest 20 in the world. Although this wealth is highly 
dependent on oil production, Kuwait has – through a government system that is 
described as being a constitutional emirate – been highly successful in redistributing 
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its riches for the benefit of all of its citizens. The existence of a comprehensive social 
security system, free healthcare and education are some examples of this achievement 
(El-Katiri, Fattouh & Segal, 2011). 
 Culture is an important factor because its influences will at least partly 
determine parental and even teacher expectations as well as what may be considered 
as being ‘normal’ within such boundaries. The culture of Kuwait has a number of 
unique aspects, which include having relatively recently transformed from being a 
country that was economically dependent on “trade, seafaring and a lucrative pearl 
industry” (El-Katiri et al., 2011, p. 3) to one that is modern, urban and oil rich. The 
fact of being an Islamic nation has also been a strong influence but, as is commonly 
acknowledged (for example by Salem, 2007), it would be a mistake to suggest a 
common Islamic or even Arabic culture. This is because although nations within the 
large Middle Eastern region share some cultural factors such as language and religion, 
each nation within it has its own identity and characteristics (in the same way that, for 
example, European nations have). On the other hand, the wider cultural influence may 
be seen, alongside powerful interests seeking to protect their privileges, in the speed 
at which first universal male suffrage came about (finally granted in stages in the 
1960s) and later female suffrage (granted under a law passed in 2005) and in the still 
low number of females in the national parliament, at 4.6 per cent in 2014 (UN, 2015).  
 Against this background, one depiction of the culture of Kuwait is that there is 
a high level of power distance (which suggests that people are quite strongly willing 
to accept social and status inequalities), that it is strongly collectivist (which suggests 
high levels of loyalty to family, extended family and other social groups), and that 
people lean more towards a ‘feminine-stereotyped’ approach to life, for example in 
seeking consensus rather than confrontation, negotiation and the involvement of 
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others in decision making. It is also characterised as having high levels of uncertainty 
avoidance, which means that there is a preference for staying within fairly strict codes 
of behaviour and belief systems (Hofstede, 2015). 
 Support for at least some parts of these generalised cultural dimensions can be 
seen in depictions of historical and contemporary Kuwaiti society; for example, while 
noting the significant changes that have taken place in the nation, the growth of newly 
enriched groups, and its growth in strategic importance for global powers, Ali and Al-
Kazemi (2007) make the point that Kuwait remains a highly stratified society that is 
tribal in nature. However, in some contrast to such a stratified society that feels 
unease as well as recognising potentially positive changes with the presence of so 
many foreign workers, Al-Naser (2010) draws attention to a social phenomenon that 
is common within Gulf States and particularly in Kuwait. This is the tradition of 
diwaniah, which is described as being the provision of “meeting places for men to 
discuss important political and social issues,” something which not only played a 
significant role in times of severe trouble such as the Iraqi occupation of Kuwait but 
which also significantly contributed to the fast recovery of the nation following the 
removal of Iraqi forces from the country (Al-Naser, 2010, p. 1). 
 The cultural characteristics of Kuwait and its particular path of development 
open the possibility that there are likely to be some unique aspects that may influence 
behaviour and academic achievement. One is that the culture promotes the 
homogeneity of anticipated behaviour, reflected in schools and school policies, where 
difference (as noted above) is less acceptable than it may be in other cultural contexts 
(Aldaihani, 2010). Another possibility is that the reforms and changes undertaken in 
Kuwait that have involved higher levels of spending and resulted in higher levels of 
literacy may indicate a move towards more open and tolerant approaches. These in 
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turn may lead to an expectation of behavioural and academic achievement norms 
aligned with other nations, particularly those where most research in this field has 
been conducted. However, while there is relative lack of a comprehensive literature 
that considers this, that which exists suggests that such changes have not occurred to 
any significant degree and, indeed, that cultural attitudes based in groups, tribal 
connections, homogeneity and collectivism within those groups persevere (Aldaihani, 
2010). These, in turn, are likely to influence behaviour and even educational 
achievement. 
 This overview of the nation state of Kuwait and its culture provides, it is held, 
a necessary understanding of the context in which the study is positioned. As writers 
such as Rutenberg and Phillips (2012) point out, it is necessary, in order that the 
epistemologically necessary truths, beliefs and justifications can be properly 
understood, that they must be seen through the cultural lens from which they spring 
rather than to hold an epistemological position based within a different set of such 
values. Fundamentally, and as is argued by Bagnoli (2011), if the societies that exist 
do so because there have been moral agreements between groups within them, they 
have been constructed through lived experience that can be very different between 
different settings; therefore, the cultural setting in which a study that is concerned 
with human behaviour is positioned becomes a critical aspect for consideration. 
 
The education system of Kuwait 
 In line with other relatively recently enriched nations of the region, 
considerable importance is placed in Kuwait on education. This is based, according to 
Al-Azemi (2000) in the teachings of the Prophet (that people should seek learning and 
knowledge), in a concern that traditional moral and ethical values may be threatened 
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from exposure to external influences and in an understanding that an educated 
population is better equipped to thrive within the modern world. The relative success 
gained in general terms and the importance of the education system as being “one of 
the key social institutions in Kuwait” (Al-Azemi, 2000, p. 20) can be seen by the 
percentage of GDP spent on education (approximately 4 per cent compared to the UK 
at 5.8 per cent) and the literacy levels achieved in recent years (approximately 95 per 
cent compared to the UK at 99 per cent) against a background of historically low rates 
(approximately 70 per cent in 1990 (Hammond, 2005)). 
 In order that the system in Kuwait was commensurate with the education 
systems of neighbouring countries, and under the influence of educational experts 
from Egypt and Iraq, the system was reorganised in 1954 and this structure has 
remained relatively unchanged since that year. Kindergarten is optional and is 
attended by children aged 4 to 6; elementary school is compulsory and is for children 
aged 6 to 10 (grades 1 to 5), intermediate school is also compulsory and is for the age 
group 10 to 14 (grades 6 to 9), while secondary school is optional and is for those 
aged 14 to 17/18 (grades 10 to 12) (Al-Azemi, 2000). The attainment of a set grade 
point average from secondary school studies enables a student to be enrolled at a 
Kuwaiti University, a vocational college or in one of several private universities in the 
nation (Al-Manabri, Al-Sharhan, Elbeheri, Jasem, & Everatt, 2013). 
 The system is structured, under the Ministry of Education, into a number of 
districts. Each district has responsibility for administering education, for making sure 
that the requirements of the system are followed and that teaching standards are 
maintained. The curricula for schools have been influenced by those used in various 
parts of the world and reflect, perhaps, the symposium of educational motivations 
described above. One strong influence is from other Islamic Middle Eastern countries 
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and guide the teaching of Arabic, religion and social studies and another is from the 
US and UK, which has guided the curricula for mathematics, science and computer 
studies (Al-Manabri et al., 2013). The balance of subjects taught within a weekly total 
of approximately 35 classes is typically nine for the Arabic language, two for Islamic 
studies, one for learning the Q’ran, three for science, five for mathematics, six for 
English, two for social studies, two for physical education, one for music, one for art, 
two for computer studies and one for life skills. The school year has four quarterly 
terms and the assessment of students is by midterm and end of term exams, although 
performance is also assessed through observations and regular assignments (Al-
Manabri et al., 2013). The secondary (non compulsory) system differs somewhat from 
earlier curricula and may either follow a syllabi system (similar to that of the US), 
with each subject consisting of 40 units followed over a 15 week period, or a two 
semester system (based on the German Arbitur and the French Baccalaureate) (Ness 
& Lin, 2015). 
 The main source of national teachers in Kuwait is, according to Al-Sharaf 
(2006), the College of Education at Kuwait University. Teachers must hold a bachelor 
degree and attend four year courses that include both the degree qualification and 
teacher training. These are offered at Kuwait University and at another institution 
within the country, namely the Public Authority for Applied Education and Training 
(Ness & Lin, 2015). However, while teacher training has received considerable 
international as well as national attention since the invasion by Iraq (for reasons that 
may include the extent to which it was disrupted by the event and an emerging 
recognition that it should be reformed), a number of concerns have been raised which 
call into question the quality of teaching. One concern is that of student to teacher 
ratios (Al-Sharaf (2006) states that if there were a full complement of teachers in the 
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national system, ratios would be 16:1 but does not state the actual levels), which in 
turn is exacerbated by a lack of national teachers, particularly in science and 
mathematics. Another is that insufficient attention is given by schools and the system 
to teachers in the first two years after graduation, with the result that some leave the 
profession to take up alternative careers (Al-Sharaf, 2006). Another contributory 
factor towards this issue is a lack of coordination between the Ministry of Education 
and the colleges of education, which means that teachers transfer from the college 
environment to one run by the Ministry when their training is completed. Emphasis is 
given to this point by Al-Sharaf (2006, p. 108) from a case study of one group of 
teachers, a significant proportion of who reported that they disagreed with school 
policies “because the school teachers humiliate them [the new teachers] by saying that 
what they studied in the university is not necessary or suitable for the school’s 
curriculum plans and teaching methods.” 
 If there is some general disjuncture between the colleges of education and 
schools, effectively between the training received and the realities of the classroom, it 
is clear that the same is true with regard to learning difficulties and inclusion 
practices. Part of the problem is negative attitudes towards impairment and disability, 
where a cultural interpretation may contribute to the difficulties a person has, a 
phenomenon that has been found to be prevalent in a number of studies in Arabic 
countries. Peters (2009), for example, finds that in some families the birth of a 
disabled or impaired child is considered shameful and embarrassing, with such 
misfortune being blamed on the mother. The author also finds a connection between 
disability, socio-economic status, gender, ethnicity, location (rural or urban areas) and 
exclusion from society. One example is that a girl child, even with a minor disability, 
may, in certain circumstances, be considered as being unfit for marriage and therefore 
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not worth educating (Peters, 2009, p. 9). Against this background, there has been a 
lack of attention to developing the skills needed in mainstream education training that 
would enable teachers to deal with learning difficulties. Accordingly, issues such as 
diversity and inclusion have not become a part of policies or procedures within 
schools, so that even if teacher training went beyond definitions and concepts, it is 
unlikely that the practical use of such training would be implemented (Al-Manabri et 
al., 2013). Further support for this lack of attention to inclusion and special needs is 
provided by Al-Sharhan (2012, p. 27), who goes so far as to state that “there is no real 
“inclusion” of students with disabilities in the Kuwait education system.” In this 
sense, the (approximately 50) special schools that exist within the public system and 
the training of teachers and their attitudes within those schools may be seen as being 
separate to the mainstream system. 
 Recognition of the effects of deep-rooted problems with regard to inclusion as 
well as associated issues related to teaching in Kuwait primary schools led to the 
development of a proactive programme involving inclusion practices. This, as is 
discussed at greater length (below), is a part of this work and it is therefore important 
that it is presented and considered.  
 
The inclusion programme 
 The ‘inclusion programme’ is a project that was initiated by and is run by the 
Centre for Child Evaluation and Teaching (CCET) in collaboration with the Ministry 
of Education in Kuwait. It is funded by the Kuwait Awqaf Public Foundation, which 
is a body that was established in 1993 responsible for administering funds donated as 
Awqaf. Awqaf is an act of bequeathing assets to charity that are held in permanency 
for the purpose of improving and developing society.  
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 The inclusion project involves the training of primary school teachers from 
one educational district and the provision of more levels of resources for the schools 
in that area. This programme may be seen as recognition that there is a lack of 
‘inclusion’ within Kuwaiti mainstream education that has its roots in a number of 
factors, including cultural and historic issues and tendencies, as has been discussed 
elsewhere (see above, previous section). The programme is premised on a belief that 
if teachers were more deeply aware of and better trained to deal with behavioural 
issues, levels of academic performance and educational attainment would improve 
(Aldaihani, 2010). However, it is important to emphasise that the results of cultural 
factors and tendencies may have made the inclusion programme particularly 
challenging. These are discussed in more detail in chapters 2 and 5 and include a 
possibility that Kuwaiti teachers see learning success as being the result of hard work 
(an Asian perspective) rather than being based more on ability (a western perspective) 
(Ho, 2004). They also include a teaching paradigm, supported by training and by 
Ministry of Education policies and directives, that the classroom environment should 
be one where teaching (instructing) has precedence over learning (Al-Sharhan, 2012), 
a point that was consistently noted in schools at the outset of the inclusion 
programme. 
 Teachers in inclusion schools were first provided with information concerning 
inclusion before receiving training in managing classrooms and individual students 
who had been identified with special educational needs as well as those who had not 
been so formally identified. Inclusion teachers were trained by staff from a school for 
children whose special needs have been recognised and this training was both 
practically and theoretically based around issues such as inclusion practices, learning 
disabilities, and disruptive behaviour. The aim of the project was to enhance and 
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improve the skills and ability levels of teachers in mainstream schools to engage with 
children who have difficulties with behaviour and/or their learning needs. Operating 
within a UK-based framework, the project was focused on implementing evidence-
based practice. 
 Thus, the inclusion training included training in, and awareness of, inclusion 
education practices, classroom management and learning disabilities (LD). Specific 
features of the training activities included mainstream teachers being able to witness 
special school staff demonstrate strategies useful in terms of supporting the learning 
of children with LD. The project focused mainly on the inclusion of children with LD 
and, therefore, much of it revolved around the subjects of literacy (the acquisition of 
reading and writing in Arabic and English) and mathematics.  
 The project was phased over three years (September 2010 to June 2013) and, 
over the course of this three year period, each school was visited at least ten times by 
two teams. One of these teams was a local Kuwaiti one and the other was an external 
British one, with both including experts in the field of education and inclusion/LD 
work. Subsequent school evaluations included a report for each school by the external 
inclusion experts (see Chapter 4). At the outset, each of the schools was evaluated by 
the teams and a report was produced. This report evaluated areas across the schools, 
including a general evaluation of the policies, attitudes and competencies of the 
principals and teachers. Ten specific elements were reported on in detail and these 
were pupil progress, pupil attitudes, values and personal development, leadership and 
management, staffing systems and organisation, the learning environment, teaching 
and learning, resources and ICT, parents and carers, governors, external parties and 
the local authorities and the community. Approximately at the mid-point of the 
Project, and as a result of interim reports and evaluations, the schools were grouped 
BEHAVIOUR AND ACADEMIC ACHIEVEMENT IN KUWAIT PRIMARY 
SCHOOLS   15 
 
 
into high, medium, and low inclusion schools. The groupings were based on 
perceived levels of attention that should be given to the schools, with high inclusion 
schools requiring least and low inclusion requiring most subsequent attention. At the 
end of the project, a majority of schools, including those researched in this thesis, 
were awarded an IQM (inclusion quality mark) certificate and plaque. 
 Several points can be emphasised with regard to the training of teachers in the 
mainstream schools where the inclusion project was undertaken. One is that although 
the main focus of the training was aimed at teachers, special training events were also 
arranged for head teachers and their assistants. These were with regard to 
management techniques that enabled the integration of students with LD as well as 
performance improvement practices aimed at supporting students. In line with such an 
inclusive approach, other members of the school teams (for example counsellors, 
social workers and medical staff) also attended training sessions that focused on 
inclusive practices. 
 Another is that there were aspects of the training that were developed 
following the identification of areas and practices that required different emphasis in 
each of the schools. A part of this process was a visit by a British expert, who 
observed the classroom practices of each school, identifying areas for development 
based on observed ‘weaknesses.’ As noted, a more formal report was produced by 
British members of the IQM team and Kuwaiti members of the CCET team that 
identified the position of the school at the time of each visit and made 
recommendations for improvement at each stage. Thus, a strong element of the 
training and development programme for teachers was specific to each school. 
 Based on this it is clear that the inclusion training of teachers was less about 
specific hours and assessments and more about the tailoring of the training provided 
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to fit with the generic development of the school. The nature of the approach can also 
be seen in the range of groups and institutions that were involved. As well as the 
independent education management professional and the assessment team from IQM, 
Kuwaiti CCET staff were also involved in providing lectures and in translating the 
courses provided from the UK. These courses were produced by a UK-based for-
profits private company, Creative Education. As the company explains in terms of its 
UK and international operations, it provides a large number (in excess of 300) courses 
that can be tailored for specific school needs as well as those that are completely 
customised (Creative Education 2014). 
 It is also important to emphasise that a part of the training was practical and 
involved trained staff from special schools being observed by mainstream teachers 
and these staff providing advice and guidance to those teachers. It can be further 
noted that research has found strong resistance to LD techniques and training by 
mainstream teachers based on a lack of understanding (for example Hartley, 2010) 
and that collaboration between trained staff from special schools and mainstream 
teachers is “critical” (Hornby, 2015, p. 8). Apart from providing an understanding of 
special needs and how children with LD can be supported in a classroom 
environment, it was found that the specialist teachers were able to directly deal with 
negative views and myths that had developed among mainstream Kuwaiti teachers. 
One example is a belief among mainstream teachers that they did not have adequate 
resources or space – the trained teachers were able to show that such facilities in 
special schools were not dissimilar to those in mainstream classrooms (Al-Manabri et 
al, 2013). 
 Within the dynamics of a construct that sought to address identified needs at 
the level of individual schools and within a structure where levels of attention from 
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IQM, CCET and other stakeholders differed based on these needs, and where 
individual training programmes for teachers were constructed, some common features 
of the training of mainstream teachers can still be identified. These included the 
provision of a programme of lectures and training sessions that covered the history 
and development of LD in international contexts, how various types of learning 
problems may be identified and the types of interventions that were appropriate and 
had been found through experience to have value. All teachers were asked to attend 
and observe staff in special schools in classroom environments and two general 
workshops were run for each of the inclusion schools. Further workshops were 
conducted (on average two per school per subject) for teachers in the subject areas of 
Maths, English and Arabic in order that subject-specific approaches and problems 
could be identified and discussed. The time spent on extra courses for teachers of 
these subjects amounted to 100 hours. 
 The courses, workshops and practical sessions were aligned with best 
practices for professional development and were therefore designed to be familiar in 
terms of approach with such development practices within the teaching profession in 
Kuwait. Formal assessment at an individual level is not common practice in such a 
context and therefore was not undertaken. It is relevant to emphasise that the 
programme was constructed so that assessment was undertaken at an inclusive school 
level and each school was the subject of three evaluation reports following joint visits 
by the IQM and CCET teams over the course of the programme (as noted – see above, 
this section). The subsequent grading of the schools into three categories was a partial 
determinant of the attention given and training requirements for the teachers. 
 In order that more detail is provided with regard to the grading of the schools 
into low, medium and high inclusion, it can be noted that Inclusion Quality Mark 
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(IQM) is a UK-based company (Basingstoke) that invites schools in the UK to gain 
accreditation from them as being ‘inclusive’ schools. It undertakes a full audit of 
participating schools and, from the information gained, schools can “explore all 
aspects of education within the school and collate the information into a coherent 
holistic story” before taking steps to meet recommendations made. This may lead to 
accreditation by IQM (IQM, 2015). 
 IQM International is a scheme that is based on the British model and sets out 
to review existing practices, reviews the impacts that they have and develops plans for 
better levels of inclusion (IQM International, 2012). IQM International worked 
alongside CCET and other partners to develop the inclusion programme in Kuwait 
and, as noted, carried out an assessment and produced a report for each school with 
recommendations for improvements in inclusion practices. A report from a British 
member of the IQM team, in conjunction with Kuwaiti CCET team members, 
assessed each school at the beginning, the end and at the approximate mid-point of the 
project. The initial report was supplemented by the needs identified by the British 
expert (see above). As noted, schools were positioned as being ‘high,’ ‘medium’ and 
‘low’ inclusion based on the mid-point reports. The researcher has been given access 
to a number of these reports but as these are personalised in terms of the school names 
and head and other teachers, it would not be ethically appropriate to show these as 
appendices. However, some indication of the means by which high, medium and low 
decisions were made can be evidenced from the reports. 
 For one boys primary school seven areas for development were found 
following the first evaluation in May 2010 but most were technical and did not reflect 
poor inclusion practices, for example the displaying of work, data handling, poor 
lunch areas and the children’s diet. For another school for boys, however, there were 
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more concerns related to inclusion, such as classroom management, communication 
between assistant principals and class teachers, a lack of respect between pupils with 
differences and towards female staff and visitors. Such differences between schools, 
based on the initial assessments, were clear and inferences could be drawn– some 
were well managed and run, while others were clearly lacking in many areas, 
including inclusion. 
 As pointed out by one member of the IQM team, the process was seen as 
being dynamic, a ‘living process,’ where achieving a certain level was a stage of the 
journey that continued through reflection and appropriately targeted interventions. 
Each visit (at least ten per school over the course of the programme) was therefore a 
means by which training and other needs could be assessed and directed. Grading the 
schools into three levels at the mid-point, with an assessment for each of ten areas 
(see above, this section) provided an additional monitoring structure to this process. 
 The inclusion project was a crucial part of the research reported here because 
it provided an opportunity to directly compare schools that had undergone the training 
against those that had not. It is important to note, however, that a formal ‘evaluation’ 
of the project, in terms of its direct impact on levels of problem behaviour and 
academic achievement in only those schools that had undergone training, was not a 
key focus of this work. 
 
Study aims 
 This study had three main aims. The first was to consider the extent to which 
associations existed in Kuwait primary schools between behaviour and educational 
attainment and the specific areas of behaviour where it was most apparent. The 
second was to consider whether differences in academic achievement and problem 
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behaviour could be observed between those schools that had and had not received an 
important intervention (the inclusion project). The third was to compare, following 
the results obtained in seeking to address the second aim, the attitudes, perspectives 
and attributions of teachers who had and had not undergone inclusion training. Thus, 
the main focus was on the relation between behaviour and academic achievement in 
different types of schools. 
 In order that these aims could be achieved, it was considered important that 
the study took account of existing theories and of the potential for confounding issues 
to undermine the epistemological credibility of the work. Therefore, it was considered 
to be critical that the study embraced and was set, as far as possible, within systemic 
educational theories that position the child within a complex system in order that the 
most realistic and holistic views could be formed of the outcomes.  
 This led to the design of three studies, which can be seen as being the core of 
the thesis. The studies were the result of three separate periods of intensive fieldwork 
in Kuwait. The first set out to explore the attitudes, beliefs and values of stakeholder 
groups within Kuwait primary schools outside of the inclusion programme, and within 
this to establish linkages that may exist between behavioural problems and 
educational achievement. This study could not claim to represent levels of behaviour 
and educational attainment across the whole country but could provide a useful 
signpost for what these may be. 
 Study 2 had two aims. The first was to establish whether there were significant 
differences between high inclusion, low inclusion and non inclusion (control) schools, 
essentially to consider whether the picture of behaviour, and of academic 
achievement, might differ between schools that had and had not been trained through 
the inclusion project. The second aim was to extend and add to the findings from 
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Study 1 by exploring the associations between behaviour and academic attainment in 
primary schools in two distinct contexts: those that had undergone inclusion training 
and those that had not. 
 Study 3 explored the attitudes, attributions, beliefs and values of teachers from 
inclusion and non-inclusion schools to consider what these were and how closely they 
may be aligned with the inclusion project or other policies and interventions in 
Kuwait. 
 
Ethics 
 Ethical procedures exist and were followed both with regard to the University 
of Surrey and in the Kuwaiti context. A comprehensive form was submitted to the 
Ethics Committee of the University of Surrey. This included details of the nature of 
the study, the participants, and a risk assessment that included the potential benefits 
that the study could provide in terms of knowledge. Also included were relevant 
accompanying documents appertaining to the study, a summary of the work being 
undertaken and a project protocol. The result of this submission was a letter from the 
Ethics Committee, dated 26 March 2013, that confirmed “a favourable ethical opinion 
for the above research on the basis described in the submitted protocol and supporting 
documentation.” A copy of this letter is held below at Appendix 8. 
 A further aspect of the ethical process was a letter, written and signed by the 
then supervisor of the work, Dr Alexander Clifford, concerning data collection. A 
copy of this letter is held below at Appendix 9. The Kuwait Ministry of Education 
was approached and relevant procedures followed for permission to be obtained for 
the study. This was forthcoming on 6
th
 January 2013. The original version in Arabic, 
with an English translation, is held below at Appendix 10. An information sheet for 
BEHAVIOUR AND ACADEMIC ACHIEVEMENT IN KUWAIT PRIMARY 
SCHOOLS   22 
 
 
teacher participants was raised by the researcher as well as forms for consenting 
participants to read and sign. These are held below at Appendices 11 and 12. The 
same procedures were followed for parent participants and copies of the relevant 
documents are held below at Appendix 13. Information sheets and consent forms 
were also raised for parents on behalf of children and for the children participants 
themselves. These are shown below at appendices 14 and 15 respectively. 
 
Structure of the study 
 This, the first chapter of the thesis, has sought to provide a relevant 
background to the work, to give some justification for it, and to set out the 
epistemological and ontological rationale for its undertaking. 
 Chapter 2 provides a wider introduction to the area of educational psychology 
within which the study is positioned and this is achieved by discussing and 
considering relevant theories, research and other writings within the subject area. 
 Commensurate with the aims set out (above), Chapter 3 first discusses and 
considers the necessity and importance of the first study, presents and justifies the 
methods employed and then presents the results obtained before discussing them in 
relation to the established aims. 
 Chapter 4, which is the second study (Study 2), follows a similar methodology 
and approach to Study 1 and, following the presentation of the results in terms of 
school groupings and associations between behaviour and educational attainment, 
concludes with a discussion that considers the extent to which such associations can 
be made and the extent to which the inclusion project may have influenced these 
factors. 
BEHAVIOUR AND ACADEMIC ACHIEVEMENT IN KUWAIT PRIMARY 
SCHOOLS   23 
 
 
 Chapter 5, which is the third and final study (Study 3), explores the attitudes, 
beliefs and values of teachers from both inclusion and non-inclusion schools and 
concludes with a discussion concerning teacher attributions, values and beliefs as well 
as factors such as classroom management and other aspects concerned with teacher 
competence in dealing with problem behaviour. 
 The final chapter, Chapter 6, provides a general discussion which seeks to 
draw together inferences from all three of the studies before coming to the final 
conclusions and recommendations of the thesis. 
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Chapter 2: Introduction 
 Although it is relatively easy to articulate the issues that are studied in this 
work, their mechanisms and the multiple strands of contributory factors are complex 
and interwoven. The potential for unwanted confounding factors to exist is clear and 
the minimisation of them while still retaining important elements are a considerable 
challenge. With these points in mind, it is important that a chapter that seeks to 
provide further justification for the study and to position it within given theories and 
writings should discuss the multiple aspects separately (so that there is clarity and 
demonstrated relevance) before seeking to draw them together within the context of 
the work being undertaken. Therefore, this chapter is structured accordingly. It is also 
important that the positioning of at least some of the works cited, as well as the 
methods employed, is noted in order that there is some understanding of cultural and 
other contexts and that some inferences with regard to validity and relative value may 
be made. 
 
2.1 Systemic theory 
 This approach to educational studies is discussed first for two reasons – one is 
that it is the underlying approach which is at the core of the study and the other is that 
the significance of involving all possible stakeholder groups (as opposed, for 
example, to seeking the views of just teachers) is believed to be critical for the 
epistemological and ontological justification of the study. 
  In general terms, the potential for a systemic rather than one-sided approach 
to provide better insights into human behaviour is brought to attention by 
developmental psychologists and researchers such as Ford and Lerner (1992), who in 
their seminal study examined how people interact with the world around them and in 
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how these interactions had an impact on their behaviour. This led to a conclusion that 
the contextualisation of many different studies within such an understanding of 
multiple truths was the most revealing means of understanding the results of such 
interactions. In somewhat similar vein, Schommer-Aikins (2004, p. 19) describes the 
concept of “personal epistemology.” The author differentiates it as an “embedded 
systemic model” that broadens beliefs about learning, allows for the identification of 
specific beliefs, gives consideration to “asynchronous development” and 
acknowledges a need for balance and the utilisation of quantitative assessment. 
 The notion of a child being embedded within a complex network of influences 
at multiple levels is given clarity by Bronfenbrenner (1994, p. 37). This theorist 
argues that for human development to be properly understood, the entire “ecological 
system” within which that development occurs should be considered. The theory 
suggests five social subsystems in the whole system, ranging from the micro (the 
immediate environment of school, family etc.) to the macro (such as the 
institutionalised culture including the economy, customs, behavioural patterns etc.). 
Originating in the 1970s, the work of Bronfenbrenner may be seen as a reaction to the 
much narrower approaches in educational psychology that had previously been 
prevalent.  
 As well as understanding the importance of the ‘ecological system,’ 
Bronfenbrenner (1994) contextualised the nature of child development in terms of 
proximal processes, which are those interactions that take place regularly over periods 
of time and which are increasingly complex. Importantly, Bronfenbrenner (1994) also 
identified the dynamics of the proximal processes by noting that they vary 
systematically as a “joint function” of the “characteristics of the developing person,” 
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the immediate and more remote environment and the type of developmental processes 
being studied (Bronfenbrenner, 1994, p. 38). 
 Thus in general psychological work and in child development terms, the 
importance of a systemic approach becomes clear; however, it is important to 
emphasise, as is demonstrated by Bronfenbrenner, that a systemic approach is more 
than the inclusion of different perspectives when studying human behaviour. It is 
based on an understanding that there is a web of influences that interact with the 
developing child and that the effect of these influences will have some contingency on 
the intrinsic nature of the child. It may thus be argued that the inclusion of all possible 
parties of influence is self-evidently beneficial. However, there is a lack of agreement 
about the balance of relative importance between the groups concerned and different 
groups are likely to have differing influences and opinions as well as values; for 
example, parents and home life versus teachers and the school environment. In this 
sense, a lack of understanding by one group of the external influences on patterns of 
behaviour may mean that the methods used to seek to deal with such patterns may be 
less than useful and may even widen the problem rather than minimise it. In these 
terms, and within an acknowledgment that systemic theory goes beyond just the 
inclusion of multiple groups, it is pertinent to note that within the context of social, 
emotional and behavioural difficulties (SEBD) Garner, Kaufmann and Elliot (2014) 
emphasise that students with SEBD are a group that is one of the most societally 
marginalised. Garner et al. (2014, p. 2) further note the criticality of an 
interdisciplinary approach to the subject, one that “must consider the complex 
interaction of biological, social and psychological factors involved in the etiology of 
(S)EBD.” 
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 In such a sense, it is important to draw further attention to the complex 
interactions that take place within the mind of the developing child. Developed from 
Freud’s psychoanalysis that articulated a belief that identities are formed as a result of 
childhood experiences that are social and emotional as well as cultural, 
psychodynamics holds that how people behave and the feelings they have are based in 
the unconscious, that all behaviour has a reason or cause, that areas of the 
unconscious mind “are in constant struggle” and that how we behave and what our 
feelings are as adults are “based on childhood experiences” (Swabey, 2013, p. 5).  
 In a wider educational context, the issue of applying systemic theory to 
learning is approached by Nichols and Ferrara (2014). While acknowledging the 
extent and potential range of influences on learning, the authors condense these to six 
major components, which are curricula, teaching, learning theories, professional 
learning, assessment and the ecological system in which teaching and learning takes 
place. From this a ‘learning diamond’ is proposed in which none of the six 
contributory factors are considered in isolation. Consideration is given to views which 
place greater importance on factors such as teacher-student interactions or those that 
place emphasis on the value of local classroom systems. On the whole these are 
rejected in favour of a belief that both learners and teachers are influenced by the 
wider ecosystem as well as by the one that exists in the classroom. 
 Focused on the professional development of teachers, a study by Borko, 
Davinroy, Bliem and Cumbo (2000) found that successful change and development 
was contingent on interactions and dependencies between a range of factors 
appertaining to the ecological system in which the teachers involved interacted. These 
included a better understanding of conceptual factors underpinning teaching and 
assessment, changes in expectations of students and a change in perceptions of 
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teacher roles as well as situational factors that included working collaboratively, 
workshops and available resources beyond the immediate environment. It also 
included personal factors such as beliefs concerning teaching and learning and the 
effect of development on personal lives. 
 With regard to schools, teaching, students, and SEBD, Maras and Kutnick 
(1999) perceive a number of areas that contribute or have been less than helpful. One 
is the area of policy and with specific regard to the UK, the authors note that 
“confusion” has been the result of attempts to move psychiatric disorders away from 
the medical arena and towards a belief that ‘treatments’ could be based within the 
classroom under the influence of teachers. The results of these moves have been to 
“take an individual rather than an interpersonal or social orientation” (Maras & 
Kutnick, 1999, p. 137) of the issue of behavioural problems, which has meant that 
aspects such as inter-group and wider social aspects have been ignored and too much 
of the focus has been placed on differences that exist in classroom practices that are 
aimed at students experiencing SEBDs compared with students who are not 
experiencing them (Maras & Kutnick, 1999). The effects of such policy focuses 
include the homogenising of emotional and behavioural disorders within one broad 
label, which is unrealistic, and the lack of a conceptualisation that includes classroom 
and wider societal interactions. 
 Connected with such narrow policy approaches are the responses of teachers 
to emotional and behavioural disorders because their actions are influenced by 
policies and attitudes towards such disorders. This again suggests a narrow approach, 
one which is based in the classroom and on the homogenising of behavioural 
problems and which may not fully take account of the range of SEBD theories and 
which commonly pay too little attention to emotional and relationship factors and 
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disregard too easily the social context that the students are positioned within (Maras 
& Kutnick, 1999). 
 Thus, by ignoring social relationships and associated wider perspectives, by 
the focus of attention on teachers only, by the homogenising of what is a wide 
spectrum of potential emotional and behavioural disorders and by effectively 
ignoring, or at best downplaying, the importance of other groups, the best practices 
for dealing with issues may be overlooked. Such a view is clear in the work of other 
writers and researchers, one more recent example being Mooij and Smeets (2009), 
who conducted case studies in twelve primary schools across five different regions of 
Holland. This work found that the focus of the schools was not aligned with a wider 
understanding of the relative and important differences that existed between groups. 
In other words, that the parts of the ‘system’ were not aligned across important groups 
that made up the educational ecological environment in which the children learned 
and developed. With regard to schools and teachers, for example, there is an 
acknowledgment that these play a vital role because if the school is less than optimal 
in its approaches and understanding of the needs of its children, it is likely to play a 
part in the further development of emotional and behavioural difficulties, but the 
salient point is made that the root of these difficulties may be the home environment 
and the approaches of parents in terms of control and care. This leads Mooij and 
Smeets (2009) to a position that accepts that schools and teachers play a significant 
part in providing an appropriate social environment and do have systems to detect and 
to subsequently seek to deal with emotional and behavioural difficulties. However, 
they lack structures that can identify the causes of the difficulties and therefore also 
often lack the means for appropriately providing curricula, materials and social 
support mechanisms and systems for the proper evaluation of the results of such 
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interventions. Mooij and Smeets (2009) also found that adjacent to the weaknesses in 
stratified approaches such as those described was the lack of systems that received 
information from or interacted with parents and other relevant groups (such as 
external professional agencies) or, indeed, with teacher groups such as those that work 
in special schools. Collaboration between such teacher groups is held by writers such 
as Hornby (2015, p. 18) as being a “key factor in ensuring the effectiveness of 
education for children with SEND” (special educational needs and disabilities). 
 While emphasising that systemic theory goes beyond just including different 
perspectives, further relevant work in the field of SEBD and educational psychology 
can be considered. Cooper (1999) consider sociological, psycho-social and cultural 
approaches that have been used in studying SEBD before making a number of 
pertinent points with regard to a systemic approach. These include that it has moved 
the paradigm away from a medical perspective and towards one that contextualises 
the position of individuals within their interactional ecological situation – it enables 
SEBDs to be seen in terms of partners finding solutions rather than as “an object to be 
treated,” a partnership rather than a “custodial relationship” (Cooper, 1999, p. 8) 
 The biopsychosocial approach, explain Cooper, Bilton and Kikos (2004, p.2 ), 
takes the systemic approach a stage further by taking the synthesising effects of that 
(systemic) approach and integrating the “internal and external biological and intra-
psychic dimensions with the interpersonal and social dimensions.” Effectively the 
approach takes into consideration that a problem manifesting in one area may in 
reality be a symptom of a problem within another area; therefore, interventions should 
first establish the root cause of problems before seeking to focus on how they may be 
addressed. 
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 In a study that focuses on the role of senior management in SEBD, Cole, 
Visser and Daniels (1999) propose that there is a need for the creation of schools 
where cohesion, collaboration and purposefulness among staff creates an environment 
where policies can be instigated that relate to all areas of school life, including 
families and pupils as individuals. 
 This section of the chapter, it is held, has provided some insight into the value 
of systemic theory and approaches in a study such as this. This has been made 
possible by the use of a range of studies and theories both at the core and on the 
peripheries of systemic theory. As a result, one conclusion that can be reached from it 
is that the justification for a systemic approach in a study that is concerned with 
social, emotional and behavioural difficulties in schools is strong. It has also 
provided, perhaps, a relevant background in which the general area of behavioural 
problems in schools may be further considered. 
 
2.2 Behaviour in schools 
 There are numerous classifications and types of emotional and behavioural 
difficulties among school aged children and some significant variances that may be 
based on factors such as age and gender as well as the classroom and wider social 
environment. Such behaviours include inattention, hyperactivity, talking in class, 
using impolite language and aggressive behaviour. The extent to which behaviour in 
schools is a problem varies in terms of opinions expressed by various groups and 
stakeholders. For example, while extreme forms of physical violence are rare in UK 
schools, other forms of verbal and physical abuse are more common, particularly 
towards pupils. Nevertheless, some surveys among UK teachers indicate that 
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approximately 70 per cent report that behaviour is good (Department of Education, 
2012). 
 However, much of the data gathered for the Department of Education (2012) 
was from Ofsted inspection reports (Ofsted is the office for standards in education – 
the UK government department that deals with school inspections), and this is 
questioned by other surveys cited within it as well as by a number of other reports. 
For example, a survey conducted by the National Union of Teachers found that 69 per 
cent of teachers reported incidents of poor behaviour at least once a week in their 
classrooms. Other surveys have indicated that between a quarter and one fifth of 
pupils in UK schools reported being bullied (Department for Education, 2012). The 
House of Commons Education Committee (2011) found evidence that head teachers 
go to great lengths to hide the worst of children’s behaviour from inspectors and 
found further evidence that nearly 40 per cent of teachers had dealt with a violent 
incident within their classrooms over a one year period and that 92 per cent of 
teachers had reported that classroom behaviour had worsened over the course of their 
careers. 
 The focus on UK schools and reports is a reflection of there being a lack of 
comparable information from other regions of the world, particularly from those with 
an Arabic cultural background. Further studies from the UK include a longitudinal 
study of parents and children by Bowen, Heron and Steer (2008). This study found 
that significantly more males than females were involved in problem behaviour and 
that involvement in anti-social behaviour at age 8
1
/2 significantly increased the 
likelihood of involvement in such behaviour at age 10
1
/2.  This research also found 
that there were significant associations between children who were classified as being 
‘resilient’ (having been involved in no or only one type of problem behaviour up to 
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the age of 8
1
/2) and factors such as fewer problems with their peers, higher levels of 
educational achievement, higher self esteem, higher levels of enjoying their school 
experiences and “lower levels of family adversity.” The study also found that mothers 
of resilient children had “better parenting skills” (Bowen et al., 2008, p. 4). 
 Using a different approach that considered the experiences of school 
psychologists in the US, who were the survey participants (n = 370), Bramlett, 
Murphy, Johnson, Wallingsford and Hall (2002) found that with regard to problem 
behaviour, 26 per cent of referrals were for general conduct, 17 per cent for defiance, 
16 per cent for peer relationships, eight per cent for truancy and six per cent for 
violence. In contrast with these externalised manifestations of behaviour, referrals that 
were for internalised problems were considerably lower, with nine per cent for 
depression, eight per cent for anxiety, six per cent for shyness/withdrawal and two per 
cent for suicidal tendencies. The implications of this research are that either 
internalised problem behaviour is less prevalent or it receives less recognition from 
teachers (who made the referrals). In terms of externalised behaviour, the most 
reported aspects were general conduct and defiance which, in the parlance used in this 
study, equates to factors such as hyperactivity, inattention and talking (general 
conduct) and breaking school rules and aggressive behaviour (defiance). 
 If the reported levels of external and internal problems may be at least partly 
determined by the extent to which one (external) is more overtly apparent than the 
other (internal), they will (as noted) in turn be a function of the ability and skill of the 
teacher in recognising that a problem exists. Such a contention finds support from a 
study by Loades and Mastroyannopoulou (2010), who conducted research among 113 
teacher participants in the form of a survey questionnaire containing vignettes which 
described symptoms of children who had emotional disorders and children who had 
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behavioural disorders. The results indicate that teachers were far more adept at 
recognising behavioural disorders but less so at recognising emotional ones. This 
leads the authors to conclude that the recognition of a problem is affected by the type 
of behaviour being displayed, a finding that is in line with those of other writers and 
researchers in terms of schools and teachers being stratified towards specific areas of 
educational psychology and behaviour, for example Mooij and Smeets (2009) and 
Maras and Kutnick (1999). 
 One further possible reason for a lack of recognition of internalised behaviour 
compared with that which is externalised is its complexity and its root causes. Support 
for this comes from a study conducted by Cheevers, Doyle and McNamara (2010). 
The study set out to establish whether there would be associations between parenting 
and behavioural patterns among early school aged children and was focused on 
children with low socioeconomic (SES) backgrounds. A cohort of 197 mothers who 
had reported behavioural problems via the Parenting Styles and Dimensions 
Questionnaire (PSDQ) and 21 teachers who reported on 15 behavioural traits among 
the children were utilised. The study found that authoritarian parenting had an 
association with the externalising behavioural traits of being aggressive and defiant 
while permissive parenting had an association with the externalising behavioural traits 
of being hyperactive and inattentive. However, no associations whatsoever were 
found between parental practices and internalised behaviour. Similar findings were 
made by Haan and Thelosen (2013), whose work is discussed in more detail below. In 
contrast to these and the findings by Cheevers et al. (2010), Cartwright-Hutton, 
McNally, White and Verduyn (2005) note that while some interventions with older 
children with internalising behavioural issues have been found to have some success, 
less is known about the effectiveness of earlier treatments. Based on an understanding 
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concerning the ‘openness’ of the minds of younger children (see below), the 
possibility exists that such interventions may be effective, especially if they are based 
on parents and on changing parenting skills. With this in mind, Cartwright-Hutton et 
al. (2005) measured the internalising and externalising behaviours of the young 
children of 43 parents before and six months after the parents had taken part in a 
parenting skills training programme. Both externalising and internalising behaviours 
decreased when measured at the later date compared to the earlier one by 
approximately the same amount. The focus of attention in the study was on 
internalised behaviour because, as has been noted (see above), these can be most 
difficult to identify and to understand. The potential for confounding issues to exist in 
the work of Cartwright-Hutton et al. (2005) is high and therefore it is relevant to note 
that some precautions were taken with regard to validity. One is that all of the parents 
who participated in the study had been experiencing “moderate or severe difficulties 
with their preschool child’s behavior, and were living in an area that experiences a 
high level of social and economic deprivation” (Cartwright-Hutton, 2005, p. 47), 
which were districts of a city in North West England. Another is that the instruments 
used to measure levels of internalising and externalising behaviour had been validated 
by use in a range of other studies and were administered by a research assistant. The 
relevance of noting these points is in terms of the perceived value of the study cited 
and to emphasise that an awareness of potential confounding issues is an important 
consideration in any research. It also adds some weight to the possibility that while 
internalising behaviour may be difficult to associate with parental practices, targeted 
interventions at a relatively young age may have a positive impact on such 
behavioural traits. 
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 A further aspect of the recognition by teachers of problem behaviour from the 
work of Loades and Mastroyannopoulou (2010, p. 150) is that “the gender of the child 
was found to independently predict teachers accurately recognising when a child had 
a problem.” Taken together with the findings of other research cited, this may be seen 
as further justification and support for the use of systemic theory because it highlights 
the understanding of an ecological web and multiple interactions with the child; 
however, the role of teachers requires further consideration in order that a temptation 
to homogenise and generalise the role and approaches of this group is avoided. 
 
2.3 Teachers 
 While there can be little doubt that the role of teachers in terms of education 
and classroom behaviour is crucial, it is important to seek an understanding of the 
relative extent and effectiveness of that role. In terms of this and the position of 
teachers within the ecological web described by Bronfenbrenner (1994), Sammons, 
Sylva, Melhuish, Siraj-Blatchford and Taggart et al. (2008) report a number of 
findings with regard to UK primary schools. With regard to educational achievement 
in terms of reading, classroom factors (that include teaching quality, teacher-child and 
peer relationships) as well as parental support were found to be more significant than 
school-level factors. For mathematics, classroom influences were found to be roughly 
equal to school-level aspects (leadership, communications with parents, homework 
policies and the maintenance of standards). Overall, Sammons et al. (2008) found that 
the influence of teachers on educational achievement was stronger than some other 
factors (including gender and being eligible for free school meals) but weaker than the 
early years home learning environment and the qualifications of mothers. With regard 
to behaviour, Sammons et al. (2008) found that school-level influences were greater 
BEHAVIOUR AND ACADEMIC ACHIEVEMENT IN KUWAIT PRIMARY 
SCHOOLS   37 
 
 
predictors than those at a classroom level; however, there were exceptions to this, 
where it was found that the quality of pedagogy was notable for reducing levels of 
hyperactivity, for promoting pro-social behaviour and for self-regulation (factors such 
as concentration and self-reliance). 
 A range of literature considers the importance of teacher-child relationships in 
terms of predicting behaviour and educational attainment. Birch and Ladd (1997), for 
example, found that there was a positive relationship between conflict (between a 
child and their teacher) and behavioural areas such as not liking or avoiding school 
and non-cooperation in the classroom as well as in negative social behaviour and 
aggressiveness. Over time, furthermore, problem behaviour increases while 
educational aptitude declines (Pianta, Steinberg, & Rollins, 1995). In their 
longitudinal study that tracked 179 children from kindergarten to eighth grade, Hamre 
and Pianta (1995) found that the perceptions of teachers concerning their relationships 
with pupils were predictive of behavioural and educational outcomes. Perceived 
negativity in kindergarten in terms of conflict and dependency was found to be related 
to both negative patterns of behaviour and relatively low levels of educational 
attainment. The relationship continued to be significant when other factors (gender, 
ethnicity, ability etc.) were controlled for. 
 Several points are made by Reid, Challoner, Lancett, Jones and Rhysiart 
(2010) concerning teachers and how they are perceived by other groups, notably 
pupils. One concerns pupil perceptions and attention is drawn to a report by Ofsted, 
published in 2005, based on the results of findings by inspectors of nearly 400 UK 
schools, which suggests that pupils are, in the main, very satisfied with their schools 
but that levels of satisfaction are related to factors such as the leadership provided by 
head teachers and the quality of teaching. Another is that the views of pupils have 
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rarely been directly elicited and thus reported levels of satisfaction are from groups 
who are not the direct beneficiaries of teaching. Teachers’ views may be skewed 
towards beliefs and areas of value that are not directly aligned with those of the 
learning recipients. Based on such observations, Reid et al. (2010) employed a focus 
group method which utilised 78 Key Stage 2 pupils aged between 8 and 11 from four 
UK schools (The school grades in the UK education system are divided in groups into 
key stages, with Key Stage 2 covering grades 3 to 6). The findings are that almost 
every child who participated had a strong awareness of the importance of behaving 
well in class and the schools. Furthermore, that they were very aware of the 
consequences of bad behaviour in terms of their own education and future lives and 
they fully understood the need for school rules governing behaviour. However, they 
expressed concerns about the lack of control exercised by some teachers, about the 
effects that ‘boring’ lessons had (even to the extent that their behaviour would vary 
with the same teacher depending on whether the lesson was boring or of interest) and 
that some teachers were too lenient towards their “non-conformist peers” (Reid et al., 
2010, p. 105). 
 If the work by Reid et al. (2010) provides support for the undoubtedly critical 
and pivotal role of teachers from the perspective of learners, one question that can be 
asked is what sort of actions and interactions are likely to raise interest and awareness 
and decrease behavioural problems in classrooms? An observational research study 
conducted by educational psychologists in 141 classrooms in the UK (Apter, Arnold, 
& Swinson, 2010) found an important link between the extent to which teachers have 
verbal interactions with their pupils and on-task behaviour, which leads the authors to 
a conclusion that effective teachers seem to be those who frequently take part in 
verbal interactions with students, who provide positive recognition of their efforts and 
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who engage in “frequent work-related expositions, directions and commentaries” 
(Apter et al., 2010, p. 169). It is of further interest to note that while the important link 
described was found, no such link was found with other potentially important factors 
such as the size of the classes, the number of adults in the classes, or the time of day. 
Although the studied phenomenon was articulated in terms of ‘praise,’ it is of interest 
to note that similar findings to those of Apter et al. (2010) were found by Chalk and 
Bizo (2004). Using an experimental research design and the observations of four 
classes, the authors found that specific praise given by teachers promoted higher 
levels of on-task behaviour and “significantly increased academic self-concept” 
(Chalk & Bizo, 2004, p. 335). However, it is noted that while praise may be an 
important feature of classroom management, it cannot control behaviour that is not 
related to the task, nor will it be effective if it is not perceived as being genuine. 
 One key example of what constitutes a ‘boring’ lesson according to the pupil 
participants in the research by Reid et al. (2010) is being asked to read. On the other 
hand, being intrinsically motivated to read and engaging in it is considered as being a 
key part of learning. Fletcher, Grimley, Greenwood and Parkhill (2012) suggest that 
an interest in reading by children aged 10 to 12 years could be increased by 
interacting individually and in whole class groups as well as by ensuring that the 
materials (readings) selected were specific to the ages and interests of the children 
concerned. 
 While it has been relevant to dwell on the positive and proactive roles that 
teachers can adopt in terms of managing behaviour and producing positive learning 
environments for their pupils, it is also important to consider the difficulties that may 
be faced when such techniques are not employed or when the environment is such that 
learning becomes difficult. A research study of teachers from 21 primary schools in 
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Sydney (Australia) found that while a majority of the teachers were confident in their 
ability to deal with problem behaviour, they expressed a need for support, particularly 
in coping with distraction and aggressive behaviour (Stephenson, Linfoot, & Martin, 
2000). Those who were found to have lower levels of confidence were particularly 
concerned with getting more support and were concerned with disobedience. They 
were also concerned with distraction and aggression. It is of note that no relationships 
were found between the levels of concern and calls for support expressed and factors 
such as experience in teaching, the sizes of classes or the socio-demographic profiles 
of the children in the classes. 
 The sources of potential support available to teachers is of clear importance 
and this may be particularly so with regard to special educational needs and disability 
(SEND). In this sense, Garner and Forbes (2013) make the point that head teachers 
have a critical role in seeking to ensure that all children, including those with SEND, 
have positive educational experiences and outcomes. In order to explore whether head 
teachers have the confidence and the skills to achieve such aims and to be role models 
for excellence in practice, the authors conducted a survey among a sample of head 
teachers across the school divisions in Australia, although the majority who 
participated were from primary schools. The results indicate that while there is an 
acknowledgment that connecting student learning with communities and their cultural 
and social contexts is related to positive outcomes for students with SEND, there was 
a lack of intrinsic expertise and professional knowledge among the majority of 
participants. This combination of an understanding of needs alongside a lack of 
expertise and professional development leads to a conclusion that while some head 
teachers are able to respond to the problems faced, “there are others for whom the task 
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appears to be a major source of tension” but it is the system rather than the leaders 
themselves that “let their schools down” (Garner & Forbes, 2013, p. 160). 
 As the literature considered in this section of the chapter has been presented, it 
can be seen that a range of research designs and study types have been employed by a 
variety of writers and researchers from different nations. Some common strands have 
emerged, for example that classroom management approaches and techniques may be 
of great importance in dealing with or considerably reducing problem behaviour and 
that the involvement and motivation of children are key elements in dealing with 
behavioural issues. However, it has also been seen that while such approaches may be 
of benefit, they are unlikely to solve all of the problems and that the study of teachers 
alone, critical though their role is, may limit the potential level of support that they 
receive and that they require. The most likely source of influential support, it is 
contended, comes from parents because there is a clear need for relationships to be 
built with families (Cremin, Mottram, Collins, Powell, & Safford, 2009). 
 
2.4 Parents 
 In a broad and general sense, the importance of parenting can be seen through 
the lens of theorists such as Bowlby (1990), who proposes an ethological approach. In 
these terms, the nature of and attachments involved in parenting appropriately evolve 
as the child develops; however, the form that the parenting takes will be contingent on 
the experiences of the parent – on their childhood experience, their adolescent 
experiences, their experience before and during marriage and on their experiences 
with each individual child (Bowlby, 1990, p. 5). 
 Although the extent of pre-programming may be impossible to gauge, its 
existence clearly does not preclude the influence of experiences through the lives of 
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parents that will determine their interpretation of parenting (otherwise all parents 
would be the same through pre-programming). Implicit in the work of Bowlby (1990), 
furthermore, is an understanding that parental behaviour and responses to children 
will have an important bearing on the lives of their children and this will also 
influence how children behave. In this sense, and as has been previously noted (see 
above, p. 4), there are many dimensions to family life which may have an impact on 
the social wellbeing of a child and on their behaviour in school. These include 
parental control and parental care, where too much of the one and/or too little of the 
other may have a detrimental effect, as may specific family events such as the death 
of a parent or close relative, or the divorce of parents (Holt, Kantor, & Finkelhor, 
2009). In more specific terms, they also include learning skills and educational 
development, social competence, levels of self-confidence, depression, health 
awareness and both externalising and internalising behaviour (O’Connor, 2007).  
 Such factors are brought into focus by Holt et al. (2009), particularly with 
regard to the potential influence that parents can have with regard to bullying and peer 
victimisation. With 5
th
 Grade participants and their parents, the study found that 
students reported higher levels of bullying and victimisation than were perceived by 
their parents and parents had relatively little knowledge when their child was bullying 
other children. However, levels of parental support were found to be related to the 
extent to which participants had told their parents about peer victimisation problems 
and to those who were reprimanded by their parents for bullying. Perhaps most 
significantly, the homes of those who were victims were “characterized by higher 
levels of criticism, fewer rules, and more child maltreatment,” while the homes of 
bullies were characterised by a “lack of supervision, child maltreatment, and exposure 
to domestic violence” (Holt et al., 2009, p. 43). In terms of authoritativeness, Fletcher, 
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Darling, Steinberg and Dornbusch (1995) found that parental networks had more 
influence on behaviour than individual parents in the home setting. 
 The relative importance of inappropriate levels of parental control or care can 
also be seen from work within a non-western cultural context, where the methods 
employed by parents for dealing with child misbehaviour may be different but 
potentially produce similarly negative effects. In a study conducted in China, Hesketh, 
Zheng, Jun, Xing and Lu (2011) children aged 7-13 completed questionnaires, while 
their parents completed the Rutter parent scales. The nature of the questions were 
different for parents and their children (for example behaviour was divided into three 
types for parents, namely conduct, emotional and undifferentiated, while for the 
children’s questionnaire questions were those such as ‘are you bullied at school’ and 
‘are you hit by your parents’) so comparisons could not, in this sense, be made. The 
results indicate that 13.2% of children had behavioural issues, with boys showing 
more conduct problems and girls higher levels of emotional ones. Of these, 80% felt 
pressure to perform well at school, 71% were physically punished by their parents and 
44% were bullied at least sometimes. 
 If the work by Hesketh et al. (2011) and Holt et al. (2009) imply an important 
but predominantly negative role for parents in terms of influencing the behaviour of 
their children, it is important to redress this because if appropriately balanced (for 
example between control and care), it may have at least equal importance, but in a 
more positive light. In an article that is predominantly concerned with associations 
between manifestations of behaviour and academic achievement (discussed below – 
see following section), Vitaro, Brendgen, Larose and Tremblay (2005) found, from a 
community sample of 4,330 children in Canada, that two aspects of parental child-
rearing (pleasure and discipline) served as a moderator in the important finding that 
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some traits of behaviour, for example hyperactivity and inattention, were strong 
predictors that a child would not complete their school education. 
 It was noted in the previous section (see above) that teachers play a critical 
role in the development of children with regard to reading and that their attitudes and 
approaches will determine the extent to which positive outcomes will be attained. 
Such a role may extend to other subjects. Moreover, we would argue that parents also 
play a strong role in children’s achievement. This view is supported in the literature – 
in a wider learning and behavioural sense, for example, by Bonci (2008), and with 
specific regard to reading by Baker (2003). Bonci (2008, p. 2) makes the self evident 
but nonetheless important point that as learning and therefore learning behaviour 
begins at birth, parents are the “first teachers and role models for their children” but 
that a lack of awareness of the importance of the parental role is likely to be 
detrimental to the learning (and behavioural) development of their children. The 
further salient point is made that the impact and influence for development of the 
early (pre-school) years is of particular importance because this is the time when a 
child’s brain is most ‘open’ and most receptive to external influence, a point that is 
widely held in the annals of cultural and cognitive development studies; for example, 
Dodge and Heroman (2001) note that the core difference between humans and 
animals is that the latter are born with instincts that can be utilised from birth onwards 
while the former (humans) are born with relatively few (instincts), which means that 
the brains of human babies are relatively open books. Thus, in the early years of life a 
child will embrace their experiences to a greater extent than they do as they grow 
older because the beliefs and norms acquired during the early years will become 
increasingly embedded and settled within minds that are less inclined to change 
(Owen, Ware, & Barfoot, 1995). Thus, the argument made by Baker (2003), that 
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“parents play a critical role in the literacy development of their children,” is supported 
in the wider context of learning and patterns of behaviour. 
 In a study more focused on externalising behaviour (than on the broader 
concepts of learning and behaviour), and which had 281 children in Dutch 
kindergartens and their care givers as participants, Haan and Thelosen (2013) found 
that children whose parents were ‘inconsistent’ had higher rates of externalising 
behaviour than those whose parents were ‘consistent’ (consistent parenting in this 
sense is associated with the setting of clear rules that are adhered to). The study also 
found that such behavioural patterns were also more apparent in children that were 
impulsive and was more apparent in boys than girls. However, although this study 
highlights the potential importance of parents in terms of influencing the behaviour of 
their children, it lacks the potential to consider the ongoing implications of 
inconsistencies in parents, in other words the extent to which a change in parental 
approaches may reverse negative effects. 
 When the literature and the tone of it from this section is considered as a 
whole, it becomes clear that the role of parents has some similarities with that of 
teachers in terms of criticality but that the role may be seen as being wider, embracing 
aspects of the developmental life of children that sets a platform for future behaviour 
and which continues to have a very strong influence as children progress to and 
through schools. In a sense, parents may be seen as setting the behavioural scenario 
that teachers must then work with and seek to mould, which not only supports a 
contention that teachers and parents are the key groups whose influences may be 
complementary, and who should therefore work very closely, but also very much 
supports the setting of this and other similar studies firmly within a systemic approach 
and understanding. However, such an approach is predicated on a belief that there are 
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connections between behaviour and educational achievement (the relative strength of 
which is tested within the studies conducted in this thesis). While some such 
connections have emerged implicitly and explicitly over the course of the chapter thus 
far, it is necessary to cement these by devoting a section to that specific issue. 
 
2.5 The relationship between behaviour and educational achievement 
 The relative importance of behaviour in the classroom and within the wider 
school environment becomes of particular importance if it is associated with learning 
outcomes for the individual child and for those whose learning may be impaired by 
the adverse behaviour of other individuals. The stronger the relationship between the 
two, the more important the issue of behaviour becomes. In this sense of the relative 
importance of behaviour, Petrides, Chamorro-Premuzic, Frederickson and Furnham 
(2005) note that while there is a strongly held belief within the literature that cognitive 
ability is a main predictor of educational achievement, there is an alternative strand 
which questions this contention in favour of personality traits (behaviour). The basis 
for this alternative proposition is research that has shown that the strength of the 
connection between academic performance and cognitive ability falls as a child 
progresses through educational systems, to the extent that it may reach levels of 
statistical non-significance. At the very least, contend Petrides et al. (2005), such 
findings suggest that it is necessary to consider other variables in addition to cognitive 
ability when studying influences on academic performance, with personality traits 
being the most commonly discussed alternative. 
 The authors trace studies and discussions of personality traits as an influence 
on academic performance over more than 100 years to the relatively recent 
construction of an instrument that has come to be seen as a consistent and reliable 
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measure of such traits. This measure, the Eysenckian model, was therefore employed 
by Petrides et al. (2005) in their study of 901 British secondary school pupils. The 
model is described as being a “parsimonious personality system that reduces the 
multitude of narrow personality constructs to three broad dimensions” (Petrides et al., 
2005, p. 241), which are neuroticism, extraversion and psychoticism, all of which 
have been shown in other research to be negative predictors of academic performance. 
The sub-categories of behaviour contained within the broad category of neuroticism 
include being anxious, moody, emotional and unstable (as opposed to being calm, 
confident, relaxed and stable), the sub-categories of extraversion include being active, 
outgoing, talkative and sociable (as opposed to being quiet and restrained) and the 
sub-categories of psychoticism include being aggressive, hostile, psychopathic and 
schizophrenic (as opposed to being altruistic, conformist, empathetic and socialised). 
 The relevance in describing the instrument used in the study by Petrides et al. 
(2005) is that it contains many of the key elements of externalised and internalised 
behaviour that have been described elsewhere in this chapter and that is utilised in the 
methods employed in the following studies (see below). The comparators used for the 
levels of educational achievement were KS3 (key stage 3) and GCSE (general 
certificate of secondary education) results attained by the participants. In both cases, 
these are national UK measures, with the former being used for the three core subjects 
of maths, science and English and the latter being a yardstick for attainment in a wider 
array of subjects that will determine the route of further progression within the UK 
education system. Because the researchers wanted to consider the relative importance 
of cognitive ability as well as personality traits with regard to academic performance, 
they also used the results of verbal reasoning tests on the grounds that these thrice 
yearly tests, administered by the local education authority, are held to be “a good 
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proxy for general cognitive ability” and have a reliability score of .97 (Petrides et al., 
2005, p. 244). 
 The results show that extraversion, psychoticism as well as verbal reasoning 
ability were all related to academic performance, with the former two being 
negatively related. The effects of extraversion and psychoticism were moderated by 
gender, which means that their negative relationship with academic performance was 
reduced when gender was taken account of. The authors concluded that individual 
difference dimensions like verbal ability and personality traits, “have a strong 
influence on important outcome variables at school level, including academic 
performance, truancy, and antisocial behaviour” (Petrides et al., 2005, p. 239). 
 A belief that antisocial behaviour and off-task behaviour have a strong 
negative influence on academic performance is strongly supported in a critical review 
of a wide range of supportive literature conducted by McEvoy and Welker (2000). 
Based on a summary of the literature reviewed, and specifically on the findings of 
Maguin and Loeber (1996), a number of conclusions are reached. These include 
contentions that poor academic attainment is related to the extent, frequency and 
seriousness of poor behaviour, that higher levels of academic performance are 
associated with refraining from engagement in offensive behaviour and that 
interventions aimed at lowering levels of delinquent behaviour improve academic 
performance. 
 The importance of the association between Attention Deficit Hyperactivity 
Disorder (ADHD), problem behavior and SEN can be seen from a number of statistics 
from the UK education system. These are that it is estimated that between three and 
nine per cent of children are affected by ADHD and that it has consistently been 
demonstrated as being a predictor of low levels of academic achievement in primary 
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schools (Gutman & Vorhaus, 2012). It has varied symptoms (McConaughy, Volpe, 
Gordon, & Eiraldi, 2011), which may have been compounded by limitations 
associated with the DSM-IV-TR diagnostic tool (it is acknowledged that DSM-V is 
now being used). One example of this is that while diagnosis is approximately three 
times more likely in boys than girls, there is a belief that this may be partly due to 
under-diagnosis in girls (Gutman & Vorhaus, 2012). However, while elements of 
ADHD are likely to exist in children who are not diagnosed as well with those who 
are, the fact that the core diagnostic tests are inattention, hyperactivity and 
impulsiveness means that wider inferences may potentially be drawn about 
associations between behavioural traits and academic performance if they are shown 
to exist between those who have been diagnosed with the disorder and peers who have 
not. This process led McConaughy et al. (2011) to their study, which involved the 
testing of 178 children aged 6 – 11 in academic performance and social behaviour. Of 
the 178 selected from testing (from a much larger group of 295), 101 had been 
verified as diagnosed with ADHD and the remainder (n = 77) had not been so 
diagnosed, this latter group being further divided into a control (n = 24) and a 
reference group (n = 53). The results of this study are that “significantly more 
children with ADHD than those without ADHD exhibited clinically significant 
impairment on five measures of academic performance and six measures of social 
behaviour.” Diagnostic status (ADHD as opposed to non ADHD), furthermore, 
“accounted for the most variance in predicting parent and teacher ratings of social 
skills and school adaptive behavior” (McConaughy et al., 2011, p 200). 
 Another US study, in this case one that explored the connection between 
behavioural disorders and academic performance in a “self contained school for 
children with serious behaviour problems,” was based on a proposition that increasing 
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evidence in recent years “has established the negative academic outcomes typical of 
this population” (Lane, Barton-Arwood, Nelson, & Wehby 2008, p. 43). Lane et al. 
(2008) reported that the results for both elementary and secondary school children in a 
special needs school were well below the 25
th
 percentile in maths, reading and written 
expression. Moreover, behavioural variables were predictive of the low scores in 
reading and written comprehension. 
 A further area that is of benefit to the purpose of this section and, indeed, to 
the work as a whole, is the extent to which the onset of behavioural problems have 
enduring effects on educational achievement and when these effects become most 
apparent. In this sense, the work of Vitaro et al. (2005) can again be noted, this time 
with regard to the said enduring effects, and the results of the study of a community 
sample of 4,330 children showed that hyperactivity and inattention shown in the 
kindergarten years had a negative impact on the non-completion of high school, to a 
greater extent than did aggression and opposition. A perhaps more exhaustive 
longitudinal study, by Metsapelto, Pakarinen, Kiuru, Poikkeus and Lerkkanen et al. 
(2015), used a community sample of 1,880 children from schools in four Finnish 
towns. These participants were tracked from kindergarten to Grade 4 and their 
behaviour was categorised from a Finnish version of the strengths and difficulties 
questionnaire (SDQ), an Arabic version of which is used in this present study, and 
which in the case of Metsapelto et al. (2015), was completed by teachers in the 
various grades being studied. Academic performance was evaluated from the scores 
achieved by the children in arithmetic and reading. 
 In this case, and in contrast to the majority of the literature (see below), similar 
results were found for both genders. Suggestions as to why this may have been the 
case are not discussed, but it can be speculated that these may be cultural or because 
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of a lack of sufficient sensitivity in the constructs. This point aside, the results show 
that there was a link between high levels of externalising problems in grades 1 and 2 
with low academic performance in grades 3 and 4 and, in what is described as being a 
“reversed mediator model,” associations were found between lower levels of 
educational attainment in grades 1 and 2 (due to high levels of task avoidance) and 
high levels of externalising behavioural problems in grades 3 and 4 (Metsapelto et al., 
2015, p. 246). These results are clearly of interest and relevance to the work in hand 
but it may be posited that the methods contained weaknesses that can be seen as 
containing affirmation of the need for a systemic approach such as is used in this 
(present) work. Apart from one area of behaviour which utilised a questionnaire 
completed by mothers, all of the measures were based on teacher values and opinions 
with regard to externalising behaviour and the possibility exists that teacher 
assessments were moderated by factors such as different standards of behavioural 
expectations between boys and girls (and hence the finding of no important 
differences between genders), knowledge of children and anticipated behaviour in 
specific grades. Despite these potential confounding issues, however, the study 
provides some possible inferences with regard to the ongoing effects of behaviour as 
children progress through primary school and beyond. 
 This section has dwelt on the issue of connectivity between behaviour and 
academic performance and has not only found a consistent stream of literature 
supporting the relationship but also a sense that this relationship is strong, that it 
endures across cultures and that the effects may gain momentum if left unchecked. In 
this latter sense, the issue of inclusion requires further consideration, as does the 
choice of age groups and grades studied. However, before this the issues and concepts 
raised thus far should be considered within the context that this study is set in. 
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2.6 Teachers, parents and behavioural aspects in a Kuwaiti context 
 In a specifically Kuwaiti context, the dearth of academic literature can again 
be noted. With regard to parents, one study (Aldaihani, 2005) makes the point that the 
importance of the parental role is officially acknowledged, exemplified by the fact 
that it has been emphasised in the Kuwaiti Parliament, by the Minister for Education 
and by members of the Education Committee. Within these official statements and 
recommendations, furthermore, have been recommendations for supporting parents of 
children with disabilities as well as those whose children are classed as being 
‘normal.’ However, while these official statements and recommendations exist, the 
extent to which they are put into practice is questionable. There is also, notes 
Aldaihani (2005), a lack of understanding of how practices for involving parents in 
Kuwaiti schools is utilised. 
 With regard to behaviour, one exception to the usual Euro-centric or even 
predominantly Anglo-American focus comes in a study by Everatt, Al-Sharhan, Al-
Azmi, Al-Menaye and Elbeheri (2011). This was conducted within an Arabic 
speaking Kuwaiti setting and considered the relationship between behaviour 
(specifically hyperactivity/impulsivity and poor attention as elicited from assessment 
questionnaires) and the effectiveness of interventions to ameliorate poor behaviour. 
The scores of more than 90 children across a number of schools were obtained for 
literacy and mathematics and these were compared with questionnaire scores 
completed by parents (mothers) and with individual behavioural reports by teachers. It 
is worth noting that all of the tests and instruments used were in the Arabic language 
and were piloted before the main study was undertaken. The results clearly “support 
the argument for relationships between off-task behavioural problems (poor attention 
BEHAVIOUR AND ACADEMIC ACHIEVEMENT IN KUWAIT PRIMARY 
SCHOOLS   53 
 
 
or hyperactive/impulsive behaviours) and lower scores on measures of literacy and 
mathematics.” They also supported an argument that combined educational/ 
behavioural interventions can “both reduce these off-task behaviours and provide 
good gains in literacy acquisition over special education-focused small-group 
practices” (Everatt et al., 2011, p. 131). 
 An earlier study, by Aldaihani (2010), notes that the instigation and 
implementation of programmes and policies aimed at inclusion has been challenging 
in the Middle East generally because of negativity from communities and from 
schools. Using a qualitative approach with multiple case studies, Aldaihani (2010, p. 
389) finds that the fundamental and cultural characteristics of Kuwait mainstream 
schools “promote exclusion practices and negative attitudes” and that these can be 
seen in terms of inflexible curricula, “traditional teaching methods and teacher-
centred assessments.” One of a number of recommendations that emanate from the 
research and from these conclusions is that longer term interventions should be 
adopted that encourage cooperation between agencies and with students and on 
individual differences rather than on “the current dominant culture of undifferentiated 
provision” (Aldaihani, 2010, p. 390). 
 Based on these findings and observations, the possibility exists that the 
cultural nuances and the historic and even modern influences on Arabic education 
systems tend to conflate, despite their variations and differing educational paths, into 
a system that is less tolerant of differences, including traits of behaviour that are 
different. Further support for such a view comes, as previously noted, from the work 
of Peters (2009) who, in a study that was conducted within a wider Arabic context 
(Lebanon, Syria and Jordan), found that people with learning and other disabilities 
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tended to be marginalised to a greater extent than would be anticipated within other 
cultural contexts.  
 These points also find support both explicitly and implicitly from the work of 
Al-Sharhan (2012). This author describes typical scenarios of teaching methods in 
Kuwaiti schools that are used from kindergarten to the end of secondary school and 
which are embedded within Ministry of Education guidelines. Instructional methods 
predominate and would normally involve a teacher explaining a lesson while writing 
key words and points on a white board. Some lessons may vary from this central 
approach but teachers “do not have much leeway for anything extra” (Al-Sharhan, 
2012, p. 25). Implicitly, this suggests that there are few allowances made for 
behavioural problems, particularly those that are within a ADHD spectrum 
(inattention, hyperactivity and impulsivity) even though the extent of this problem has 
been recognised and measured, at least in a neighbouring Gulf State (Qatar). In this 
case, one study found high scores on the “Arabic Version of the Connors’ Classroom 
Scale (for teachers), which is a questionnaire that measures ADHD symptoms” (Al-
Sharhan, 2012, p. 30). 
 One anticipation may be that as educational policies and teaching practices 
came under international influences, there would be a change towards the adoption of 
policies that would address them. However, and as noted by Al-Manabri et al. (2013), 
the school supervisory system is geared towards the maintaining of practices such as 
those described above, which effectively means that if a teacher sought to utilise 
classroom management techniques that gave attention to supporting children with 
specific needs, they may be criticised. Furthermore, and as is brought to attention by 
Everatt et al. (2011) and as has been previously noted in this study (see Chapter 1), 
the behaviour of children will be influenced by factors such as the requirements and 
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duties of Islamic culture, by Arabic tribalism and by an understanding that Kuwaiti 
local customs, values and needs have not changed despite the wealth brought by oil 
and greater contact with other cultures and value systems – “parents and tribe provide 
the external control mechanisms that affect an individual’s behavioural choices” 
(Everatt et al., 2011 p. 128). 
 The cultural and training issues that exist within the teaching profession in 
Kuwait are also emphasised by Al-Manabri et al. (2013), who make the points that 
student diversity is not often a part of teacher training programmes and even when 
there is some attention on learning difficulties, it concentrates on definitions and 
descriptions rather than on any practical propositions or approaches. Even if such 
training were satisfactorily provided, posit Al-Manabri et al. (2013), the present 
evidence suggests that teachers seeking to implement such practices would be 
unlikely to be supported by school leaders or government officials who oversee and 
supervise the implementation of policies and curricula. Therefore, approaches that 
embrace the whole school system and which engage parents and communities in 
Kuwait are likely to be needed if interventions are to be successful. 
 
2.7 Special educational needs and disabilities and inclusion 
 In a review and synthesis of theories and the literature concerning SEND and 
inclusion, Hornby (2015) makes a number of salient points. One important one is that 
philosophies and views differ to the extent of sometimes being diametrically opposite 
in how the issue is approached. At the core of these differences are the issues of 
inclusion and inclusive education and one side of the equation, the side that has been a 
main influence of policies in many nations, defines inclusive education through the 
synthesis of the views of a range of articles as being a “multi-dimensional concept” 
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that “celebrates” and values difference and diversity, that is concerned with “human 
rights, social justice and equity issues” and provides a “social model of and a socio-
political model of education” – it enables a process where schools are transformed 
within a “focus on children’s entitlement and access to education” (Hornby, 2015, p. 
2). 
 The other side of the equation, however, is one that suggests such inclusive 
education philosophies have effectively sacrificed children at the feet of a “misplaced 
ideology,” to the extent that equating attendance at mainstream schools with social 
and educational inclusion is “one of the most dishonest and insidious forms of 
exclusion.” A further aspect of criticisms of inclusive education policies is that it is 
like high fashion – the genuine article is “impractical and unaffordable for most 
people in the world” (Hornby, 2015, p. 2). 
 If these two sets of views are at opposite ends of an educational pole, there is 
another, which has become increasingly recognised, that the full inclusion of all 
children being educated for the whole of their school careers in mainstream schools is 
a practical impossibility. An acceptance of this leads to a position where inclusive 
special education embraces the policies and underlying philosophies of special 
education and inclusive education so that all SEND children can be most effectively 
educated (Hornby, 2015). 
 Against these philosophies, the prevailing situation in Kuwait can be noted, as 
well as the underlying philosophy for the inclusion programme. Background 
information concerning policies and approaches with regard to SEND are provided by 
Al-Sharhan (2012). The author points out that there are approximately 50 special 
needs schools in the country, some private, but the majority public. Some limited 
attempts have been made to include children who are slow learners in mainstream 
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schools but this version of integration effectively means that the identified children 
share the same school buildings – they are in separated classrooms and follow 
different curricula to the other students. A small minority of the approximately 500 
private schools in Kuwait have facilities for children with LD and in these some 
classes are shared but are, in the main, separated based on the impairments that the 
children have. 
In sum, Al-Sharhan (2012) concludes that there is no real inclusion of children 
with disabilities in the mainstream education system. This leads Al-Sharhan (2012) to 
a discussion of the inclusion project that is the subject of this thesis. As part of the 
project, one special school has been established in the designated educational district 
for 100 boys with the most severe levels of LD. This aside, Al-Sharhan (2012) 
emphasises that the main problem that has been identified is a lack of teacher training 
and, as a result of this, teachers lack the ability to appropriately control classes. The 
author exemplifies this point by suggesting that teachers rarely associate off-task 
behaviour with LD – “it is not unusual to hear teachers refer to children with 
behavioural issues as a ‘nuisance’, ‘trouble’ or ‘naughty’ and so forth” (Al-Sharhan, 
2012, p. 28). Behaviour that has an impact on learning, for instance ADHD and 
emotional behavioural problems, are neither well understood nor allowed for – if they 
are recognised at all, it is in a medical rather than educational sense. 
 
2.8 Grades 
 In this study, the focus is on grades 4 and 5 and the use of these grades is 
based on them being used in the inclusion project. The aim of this section is not to 
seek justification for that choice, made as it was by educational policy makers and 
their advisers, presumably based in research and theories, but to consider the evidence 
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that suggests that behaviour varies with age. From this it follows that the choice of 
grades may be guided by these differences. 
 One consideration is intrinsic and extrinsic motivation because a consistent 
line of research findings suggest that intrinsic motivation declines as children progress 
through primary school, one example being a longitudinal study by Gottfried, 
Fleming and Gottfried (2001), which found that the mean level of overall intrinsic 
motivation declines from middle elementary to high school, with mathematics 
showing the strongest decline and social studies the least. In a study of Grade 3 to 
Grade 8, Lepper, Corpus and Iyengar (2005) found a consistent linear decrease in 
intrinsic motivation which began in Grade 3 and continued through the grades 
studied. These findings, it is argued, are consistent with a belief that the minds of 
children are most open in their early years of development (see above) and that as the 
intrinsic desire to learn and explore decreases, so extrinsic motivation is necessary in 
order that learning processes to go beyond such natural limitations. If this change 
begins approximately in Grade 3, then the study of later primary school years will 
encapsulate a period when behaviour and learning is based more in societal 
expectations and these in turn will be more dependent on external motivations 
provided by teachers and parents as well as on child responses to them. Some further 
support for such a proposition comes from Yuksel (2013), who found that differences 
in antisocial behaviour between the children studied became most apparent in Grade 
3. The study raised a number of further points that qualified this finding. One is that 
while levels of antisocial behaviour increased in Grade 3, social competency remained 
consistent across grades. Yuksel (2013) also found that levels of intelligence had 
predictive effects on the three key areas of social competence, academic abilities and 
levels of antisocial behaviour. These connections were found in children who had 
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been diagnosed as having learning disabilities as well as in those who had not been so 
diagnosed. 
 However, it may be suggested that basing the choice of grades purely on a 
perceived point in childhood development when intrinsic motivation begins to decline 
while levels of extrinsic motivation increase is less than convincing; therefore, further 
support is required for the choices made. With regard to the possibility of using later, 
secondary school, years, the literature reviewed points towards a snowball effect in 
terms of behaviour, where patterns of behaviour become set as the school years 
progress, which effectively means that later interventions are likely to have the 
potential to become increasingly less effective (indeed, the need for earlier 
intervention is based on findings, for example by Vitaro et al. (2005), that behavioural 
problems identified in the earlier school years did have an effect on achievement in 
later years). This leaves primary school years and, if the argument concerning a 
turning point in intrinsic motivation is set aside, the question is why, apart from this 
important point, not use grades earlier than 4 and 5? 
 The answer is that there is one area of research which holds that the 
behavioural factors that may influence later academic achievement are less than clear 
in the early school years. With the use of six longitudinal data sets, for example, 
Duncan, Dowsett, Claessens, Magnuson and Huston et al. (2007) found that contrary 
to some research findings for later years, measures of socio-emotional behaviour at 
school entry level, which included internalising and externalising problems and social 
skills, were “generally insignificant predictors of later academic performance, even 
among children with relatively high levels of problem behavior” (Duncan et al., 2007, 
p. 1428). 
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 Combining Duncan et al. (2007) with other findings with regard to the 
ongoing cementing of behaviours in later school years and the reduction in intrinsic 
motivation from Grade 3 suggests that the most likely time period when behaviour 
can best be measured is grades 4 and 5, effectively an age group of 10 – 12 years old. 
This is of particular relevance when educational attainment and the potential for 
effective interventions are taken account of. Although not central to the aims of this 
study, the issue of gender is a common discussion within the literature reviewed, to a 
greater extent than efforts to justify the most appropriate age groups for study. 
 
2.9 Gender 
 As noted, the issue of gender and of significant differences in the types and 
levels of behavioural problems between boys and girls has emerged from considerable 
amounts of the material reviewed within previous sections of this chapter, for 
example Bowen et al. (2008) ; Hesketh et al. (2011); Loades and Mastroyannopoulou 
(2010). A small minority of studies found no significant effects of gender, for 
example Metsapelto et al. (2015), while another (Gutman & Vorhaus, 2012) found no 
significant differences in the relationship between emotional, behavioural and social 
wellbeing and gender. On the other hand, Borg (2014) found that gender was a better 
predictor of academic attainment than behaviour and a number of authors, for 
example Hayes (2007), have found that poor behaviour in girls is most strongly 
associated with poor social skills. This author also posited that higher reported levels 
of externalising behaviour in boys may be due to a small minority of them rather than 
as a generalised tendency. 
 Notwithstanding the point made by Hay (2007) with regard to the possibility 
that gender differences may be at least partly due to small groups of boys, the 
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literature (as noted above) does suggest clear gender differences in terms of SEBD. 
One study that may be seen as representative of this view can be considered in more 
detail. Yuksel (2013) used data collected from 166 children over three grades (1 to 3 
inclusive), half of whom (n = 83) had been diagnosed as having learning disabilities. 
The intelligence level of these children was tested using a recognised scale (the 
Wechsler intelligence scale for children) and their behavioural traits were elicited 
using a social behaviour skills measure, which was completed by their teachers. The 
results suggest that the “social competence level of female students were higher than 
that of male students while the antisocial behaviours of the male students were found 
to be significantly higher than the antisocial behaviours of the female students” 
(Yuksel, 2013, p. 781). 
 These findings, along with evidence found within the chapter, support a 
contention that there are gender differences with regard to behavioural traits and that 
these are most clear in externalising factors, where boys consistently and significantly 
display higher levels of externalising behaviour. However, and as noted, the vast 
majority of these studies are within a Eurocentric/Anglo American context and the 
possibility exists that the cultural differences that exist in a wider Arabic and 
specifically Kuwaiti context may contradict the extent and levels of these findings. 
 It may be suggested that much has been done in Kuwait to address the issue of 
gender equality but that the nation continues to be categorised as being male 
dominated either by the emphasising of explicit areas where gender differences 
continue to exist in law (for example that a Kuwaiti woman may not pass citizenship 
to her children if she is married to a foreign national while a man can and in the cap of 
three years on the prison sentence for a man who kills an adulterous wife) or 
implicitly by, for example, proposing that the reason why there are more females 
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studying in Kuwaiti universities than men is because men tend to study overseas 
(UNICEF, 2011; Al-Mughni, 2010). 
 While these points may support an understanding of different behavioural 
expectations for girls than boys, what may sometimes be overlooked is that the 
cultural expectations and responsibilities placed on boys as well as girls may also lead 
to behavioural norms that are different to those of some other nations. The dearth of 
literature in this area makes extensive consideration impossible, but some indications 
of behavioural expectations for both genders are that they are expected to show high 
levels of respect to their parents, who have an equality in terms of parental 
responsibility and care, and to other adults, to the extent that it is customary that they 
do not have eye contact with adults, instead looking to the ground as a sign of respect. 
Boys are expected to attend the Mosque with their fathers and both parents tend to 
take a keen interest in what their children are doing in school and in how they are 
behaving both there and with their peer groups (EFA Report, 2014). In the classroom, 
children are expected to be respectful and formal with regard to their teachers, calling 
them ‘sir’ or ‘Miss,’ although the relationship with teachers – while at a distance – 
may be friendly. The fact, furthermore, that the genders are separated into different 
schools and that social contact/friendships between them is not considered as being 
acceptable leads, with the other points noted, to a proposition that gender differences 
in behaviour may be at different levels than is found in research in other (western) 
nations. 
 
2.10 Chapter summary 
 Several points can be made as a prelude to the summary of this chapter, points 
that have implicitly or explicitly emerged during the course of it. One is that there can 
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be a blurring around the boundaries of disorder diagnosis, where a strict delineation 
between suffering from one and being ‘normal’ may not always be an appropriate 
means of definition (Gutman & Vorhaus, 2012; McConaughy et al., 2011), a point 
that can be given further impetus when the issue of selection bias in terms of being 
referred for diagnosis is also taken account of (Loe & Feldman, 2007). Another is that 
a disorder itself may be the cause of educational difficulties and of associated patterns 
of behaviour (Snowling & Hulme, 2012); thus even relatively mild and non-diagnosed 
symptoms may be the root causes of problems that are subsequently inappropriately 
dealt with (because they are not within diagnostic parameters). 
 Such possibilities add to the multiple strands of contributory factors noted at 
the outset and emphasise the importance of recognising and including that which is 
relevant, while at the same time seeking to ensure that potential confounding factors 
are removed or accounted for. This means that the multiple truths that clearly exist 
must be included and the systemic approach taken is surely supported by the findings 
from the specific discussions and reviews of pertinent literature. The adoption of such 
an approach has been strengthened by emphasis on an understanding that the critical 
roles of teachers and parents have potential limitations. This is fundamentally because 
a teacher takes the mantle of learning at a point in the development of a child that has 
previously been undertaken by parents, while parents maintain a pivotal role in the 
lives of their children outside of but which cross-connects with their school lives. 
 Against this background, the chapter has dwelt on the connections and relative 
importance of behaviour as a very important factor in the academic performance of 
children and has shown through the literature that the linkage is strong and likely to 
be apparent and be able to be influenced by interventions in the latter primary school 
years. Taken together, and within an appropriate balance between the multiple factors, 
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it is anticipated that study results will emerge that are sometimes confusing, often 
complex and intermittently contradictory. However, while this represents a significant 
challenge and the potential to make clear cut answers to research questions 
challenging, it is held that such results will be closer to epistemological and 
ontological realities than apparent truths constructed from single sources and from a 
desire for clear cut answers. 
 It is also important to contextualise this chapter within the whole thesis and its 
structure. The three studies that follow are, in some senses, self-contained in that they 
focus on specific aims and research questions. In order to do justice to them, each 
study contains some related discussions and introduces further strands of literature 
that have not been included within this chapter in order that the work is not repetitive 
and is appropriately structured. Thus, an attempt has been made to balance the need 
for a general introduction with an understanding that each of the following three 
studies requires their own introductions as well as a presentation of their own 
methods, results and discussion. With these points in mind, the work continues with 
the first study undertaken. As a means of contextualising the present research within 
the inclusion project as a whole, the start and the completion dates of the studies 
undertaken in this thesis are shown below. The inclusion project (Kuwait education 
Area 6) ran from September 2010 until June 2013: 
 
Studies Start of the Study Completion Date 
Study 1 March 2013 June 2013 
Study 2 September 2013 December 2013 
Study 3 January 2014 March 2014 
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Chapter 3: Study 1 
Literacy and numeracy levels and behavioural problems in Kuwait primary 
schools 
 
3.1 Introduction   
 Study 1 examined the relationship between students’ behavioural problems 
and measures of academic achievement in typical schools in Kuwait. The study 
focused on determining whether poor academic achievement was associated with 
problems in behaviour; therefore, the results are an important contribution in terms of 
informing later stages of the project and for the wider study concerned with 
associations between behaviour and educational attainment that follows this one 
(Study 2, Chapter 4). Such a relationship between academic achievement and 
behavioural problems has been reported in various cultural contexts and languages 
(for example Crombie, 2002); however, the extent and numbers of such studies 
outside of a Eurocentric/Anglo American context, as outlined in Chapter 2, is limited. 
Therefore, this study and the one that follows (Study 2) has the potential to be an 
important contribution to knowledge in a nation and a region where factors such as 
culture and behavioural and learning traditions are not the same as those where the 
vast majority of similar studies have taken place. This is because it considered, within 
a systemic framework, how the educational achievement of school children in Kuwait 
was associated with their problems in behaviour. 
 Thus, it is contended that there remains a lack of understanding of the extent 
to which behavioural problems affect learning, albeit that there is a strong strand of 
literature that suggests it has a significant impact on educational attainment (see above 
– Chapter 2). In terms of an Arabic-speaking or Arabic cultural environment generally 
and in a Kuwaiti context particularly, Alazmi (2010) points out that there are a 
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number of reasons to suspect that the expression of emotions and patterns of 
behaviour may be significantly different in an Arabic religious/cultural environment 
than in a western one, where the majority of studies, as noted, have taken place. These 
reasons have been discussed in chapters 1 and 2 and include culturally determined 
behavioural expectations, the extent of deference expected by parents and teachers 
from children, the separation of boys and girls (including a societal expectation that 
they will not socialise or form friendships) and the cultural and tribal requirements, 
within a collectivist society, of a homogeneity of actions and behaviour. To seek to 
contribute towards the closing of the existing knowledge gap, this study looks at two 
Kuwaiti schools. The sample had no specific difficulties in learning that were evident 
and was therefore useful to explore and address criticisms made in past studies 
assessing similar associations between behaviour and performance. Some of these 
criticisms are outlined below.   
 One criticism that can be made of some studies in this subject area is that their 
main focus has been on using children in special programmes as their study sample, 
where the occurrence of co-morbid or co-occurring problems is often very high. 
Bearing in mind that there are numerous changes taking place among teenagers, 
which influence their family and school relationships, as revealed by Barber and 
Olsen (2004), it can be implied that determinants such as home environment 
disruption or parental marital problems in earlier developmental phases may cause 
underlying effects on related problems in emotional or behavioural areas (Everatt et 
al., 2011). While special programmes may be vital in overcoming the detrimental 
effects emanating from LD, only focusing on these implies that there is not a more 
widespread problem and that there are no associations between LD and problems in 
emotional or behavioural areas in the wider school population, but such a contention 
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is not supported in the literature. A range of studies conducted around the world 
(Fauth & Thompson, 2009; Mooij & Smeets, 2009; Woerner et al., 2004) indicate this 
and therefore and in this regard, conducting this first study addresses some of the 
limitations of earlier work.  
 Mitchell (2010) also suggested that there is a need for further studies in a 
typical community or school-based setting to reduce the likelihood of problems 
occurring when interpreting the findings that originate from co-morbidity among 
children in special education. Therefore, in exploring the relationship between 
behavioural problems and academic achievement in ‘typically developing’ children in 
mainstream education, Study 1 provides a helpful comparative context, which makes 
sense of the information on children with LD that exists within the literature.  
 If a significant relationship occurs in a sample drawn from normal schools, 
then this association does not occur simply due to the presence of children with 
SEND; hence, the implications and conclusions drawn from the associations must 
consider the presence of strong causal links, such as associated problems causing poor 
academic achievement highlighted in the introductory chapters. The general 
association may also suggest that specific needs related to problems in behaviour and 
education may occur among groups in school populations and this implies that there is 
a need for the development of programmes that can be appropriate for children in 
mainstream education.  
 According to Farrell and Ainscow (2002), the educational difficulties of a 
child can be reduced when a school accommodates the needs of the child. 
Consequently, the inclusion programme (which should not be confused with the term 
‘inclusion’ as it is often applied) outlined in the first chapter, which aims at improving 
the ability of teachers to engage more with children in classrooms and to better 
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address their individual needs, is important. In the sense that the inclusion programme 
seeks to address issues that arise with children that have behavioural problems that 
may isolate them, the wider implications of the term ‘inclusion’ may be considered. In 
this sense, Farrell (2000) noted that educational inclusion is very important, especially 
when the educational needs of children are initially considered when setting the 
programme, and these indications have been considered accordingly in this study. For 
Lindsay (2003), however, the concept of inclusion can be challenging and complex 
given the many manifestations in student behaviour that must be considered. 
Similarly, Norwich (2008) and Dyson (2005) reported that inclusion processes face 
many practical issues such as a lack of teacher training for inclusion procedures. 
Norwich (2008) makes the point that policy makers have had problems in 
operationalising ‘inclusion’ when factors such as meeting individual needs and 
creating a sense of belonging are considered in practice, which makes teacher 
attitudes and training very important factors. In similar vein, Dyson (2005) suggests 
that policies introduced still label and segregate and that they are instigated without a 
full understanding (through a lack of training and time) among teachers of the 
underlying assumptions that drive inclusion practices.  
 Children in grades 4 and 5 (approximately within the age bracket of 10 – 12 
years) were chosen in Study 1 because they are in the transition period from primary 
to middle school. The reasons for this choice have been discussed in more detail (see 
Chapter 2), and the points made can be extended by noting that being in transition is 
likely to create more stress for the students, which manifests through problems with 
behaviour; hence many teachers report negative behaviour from their students in 
middle school (Eccles, 1999). When linked to the previous point made concerning 
studies using specialist LD populations, the purpose of this study becomes clearer in 
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terms of its difference and its justification – using a systemic approach it considers a 
sample of the Kuwaiti school population at a key point in educational and cognitive 
development. 
 Both Eccles (1999) in a summary article based in theory and the work of 
others, and Gutman and Midgley (2000) in their empirical study of 62 low income 
African American families, reported that the changes teenagers face in their 
development affects their rapport with teachers and parents. Moreover, these changes 
are often accompanied by reduced educational attainment. Numerous studies have 
found a range of influences that may have an impact on behaviour during the middle 
school years. For example, Sameroff and Haith (1996) noted that students who are yet 
to mature may have negative self-perceptions and internalising behavioural problems, 
which can manifest in declining grades. According to reports by The Government of 
New South Wales (2014), there is evidence that boys tend to be more engaged than 
girls in anti-social and aggressive behaviour from the early age of four years. 
Consequently, boys tend to be overrepresented among children with very high levels 
of aggression (Hay, 2007). This is in line with the indications noted in Chapter 2. As 
further noted and discussed in Chapters 1 and 2, the identification of this can be part 
of a systemic approach, which is concerned with targeting the behavior of individual 
children within the systems of family, friends, classmates, community, school and 
school clubs. In essence, a systemic approach acknowledges that the behavior of a 
child is greatly influenced by these systems (Shillingford et al., 2007). For instance, a 
child from a family or home environment with aggressiveness or violence will 
naturally be likely to struggle within another system such as school, where such acts 
are not tolerated. Such situations require that solutions can be best found by 
understanding the home environment by working with the child’s family to help in 
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behavior change. In a broader sense, and as implied by Mooij and Smeets (2009), the 
wider and more comprehensively inclusive a system is, the better can be identified all 
of the factors causing problems within a particular environment, such as home or 
school. 
 In terms of influences across systems, a review study by Seginer (2006) 
considered child-parent discussions about problems in school as having an impact on 
educational attainment. Guided by Bronfenbrenner’s ecological framework, the author 
considered parental involvement in home as well as school practices and the extent to 
which these practices are embedded in wider contexts. The parental impact was 
positive but this was relative in terms of multiple influences within the system 
(ecological framework). These included parental educational background, family 
structure and its size, engagement with schools and the extent to which engagement 
was encouraged and facilitated by schools, parent-teacher interactions, social 
networks and the extent to which parents believed in and respected teachers and the 
school environment in which their children learned. From a synthesis of quantitative 
studies (justified on the grounds that most work on parental involvement has been 
qualitative), Fan and Chen (2001) noted that parental involvement, especially in the 
education of their children, was practically meaningful in terms of being associated 
with the academic achievement of students. The synthesis found that parental 
aspirations and expectations had the strongest relationship with educational 
attainment, while home supervision had the weakest, although this measure was 
stronger when considered across the whole curriculum rather than at a subject specific 
level. Hill and Tyson (2009) conducted a meta-analysis of existing work on the 
relative importance of relationships in parental involvement. From this, it was found 
that the strongest association with academic success came from academic 
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socialisation, which includes parent-teacher relationships, but that the weakest 
association, in line with the findings of Fan and Chen (2001), was from parental help 
with homework. Barber and Olsen (2004) noted that the family environment as well 
as changes in the school environment had an impact on the functioning of students, 
which includes educational attainment and behaviour. In particular, Barber and Olsen 
(2004) found that transitions between grades had a negative effect on students and 
that this was related to perceived changes in teacher support that was felt to be weaker 
as the students moved up in the grades. 
 Such studies assist in building a picture of the varied influences on child 
behaviour and further justify the relevance of the systemic model outlined in Chapter 
2. Additionally, reports by Epstein et al. (2008), who considered that the attitudes and 
beliefs of parents with regard to the importance of certain subjects also has an impact 
on how students develop interests in such subjects, relate to this model. Hence 
parental influence is indeed vital in the study of educational achievement among 
students and this further validates the involvement of parents in Study 1 in the 
assessment of the problem of behaviour and educational achievement. 
 The educational measures used in Study 1 were developed from those based in 
a Kuwait assessment centre and hence were considered suitable for examining levels 
of educational achievement. The method of considering a real school environment to 
conduct the study conforms with the work of Mortimore et al. (2012), which was also 
conducted in a real school setting rather than in a laboratory. However, there is a 
paucity of literature available on how tools examining problems relating to 
hyperactivity and poor attention can be developed. In general, the majority of the 
available tools have only been simple Arabic questionnaires translated from their 
English versions. Even though the translation of the questionnaires from English to 
BEHAVIOUR AND ACADEMIC ACHIEVEMENT IN KUWAIT PRIMARY 
SCHOOLS   72 
 
 
Arabic can produce appropriate tools that can be employed in identifying the 
problems, the cultural differences between Arabic and English-speaking regions can 
influence their meaning (Elbeheri & Everatt, 2009); therefore, it is most useful in 
terms of accuracy if they are originated in the native language (Arabic). In addition, 
cultural differences can also make some of the items unsuitable or inappropriate in 
examining the targeted constructs, or confuses them with those from other cultures, 
making the tools unreliable (Elbeheri et al., 2013). According to Cook (2004), the 
behaviour of students is affected by the environment in which they live and it was 
also found by Elbeheri et al. (2013) and others that cultural factors have an influence 
on the behaviour of students. 
 Moreover, there are behaviours that are perceived differently and may be 
forbidden in one culture but acceptable in another. One example is a question posed 
by Everatt et al. (2011), and which is used in the Arabic version of the AHQA 
questionnaire (Al-Sharhan, 2012), namely “Does your child avoid activities which 
require continuous mental effort?” This question may be considered acceptable in 
western culture, however this may not be the case when it comes to the Kuwaiti 
context because the question may be considered to mean that the child has mental 
problems. Hence, for one to develop such questions that can be used in a Kuwaiti 
context, the question must be made as simple as possible and examples given to avoid 
ambiguity and misunderstanding among the study population. On the other hand, it is 
important that consistency and validity is maintained by the use of a consistent tool 
and in Arabic the implication can be removed by changing the wording in that 
language. As can be seen from Appendix 1, the English translation of the changed 
question in Arabic is now “Does your child (student) avoid/dislike tasks that require 
sustained mental effort? e.g., when doing homework, or games that involve thinking.” 
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Although the change may not appear as being particularly different from an English 
speaking lingual and cultural context, it does in Arabic – it removes any ambiguity 
and any potential to be offensive. 
 While cultural differences are an important aspect of the study, however, other 
areas may be seen as being common across educational regimes. In this sense, Ross-
Hill (2009) noted that teachers in primary schools are positive towards education that 
is inclusive and this helps to address the poor academic achievement that results from 
behavioural problems. The work of Ross-Hill (2009) is similar to that of Brown 
(2005), who noted that there is a relationship between poor academic achievement 
and problems in behaviour.  
 The problems with behaviour were measured using a series of tests involving 
scales that are suitable for the population targeted. This means that, in line with a 
previous discussion (see above, this chapter) concerning cultural differences, the 
scales used in Study 1 were developed from a culturally sensitive standpoint. This was 
achieved through an alignment of the Inattention-Hyperactivity Questionnaire in 
Arabic (AHQA) for parents and teachers, and the Goodman (1997) Strengths and 
Difficulties Questionnaire (SDQ) for parents and teachers. The SDQ was used 
because it is an established test that has been used in numerous studies across the 
world. It has an Arabic version that has been utilised in the few related studies 
conducted in an Arabic cultural environment (for example in Everatt et al. (2011)). 
The aim was to cover various behavioural problems and those that arise in social 
relationships and emotions. This was similar to Elander and Rutter (1996)’s 
questionnaire, which is known to have sufficiently acceptable levels of validity and 
reliability in assessing various behavioural problems. However, it is important to 
emphasise that their questionnaire mainly focused on undesirable traits and deficits, 
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while SDQ also contains items regarded as strengths. The inclusion of strengths 
provided an opportunity to gain an understanding of wider parameters of behaviour, 
for example a pro-social scale, which may have enabled a better understanding of 
some internalising as well as externalising behavioural traits. 
 Observation measures for teachers and the researcher were developed for the 
purpose of Study 1 to provide data on the occurrences of various student behaviours 
within the classroom, and were based on those previously used in Kuwait (Sebti et al., 
2010). The rationale for using observations was to provide data based in objective 
observations in practical settings that could supplement those based on considerations 
over time and on familiarity with students (parent and teacher questionnaires). 
Support for independent observations can be seen from a study by Gwernan-Jones and 
Burden (2010), where comparisons were made between male and female student 
teachers concerning dyslexia in order to enable an accurate understanding of the 
actual behaviours of the students – a practical assessment that potentially removed 
confounding factors such as familiarity and knowledge of attainment. This meant that 
it was vital to complement the observations of the teachers with those of the 
researcher, particularly because significant differences were found between the two 
groups with regard to attitudes towards dyslexia. Furthermore, educational measures 
were taken from those that had already been developed and standardized within 
Kuwait (Elbeheri et al., 2013; Everatt et al., 2011) to develop mathematics and 
literacy tests (reading comprehension and spelling tests). Figure 3.1 below depicts the 
procedures followed: 
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Figure 3.1: Procedures and processes for conducting Study 1 
 
 3.1.1 Study 1 aims 
 The aim of Study 1 was to assess the relationship between students’ 
behavioural problems and measures of academic achievement in two ‘typical’ schools 
in Kuwait. The fact of the study having been undertaken in Kuwait is important for 
three reasons. These are that there have been a lack of studies in an Arabic cultural 
environment, or in an Arabic speaking environment, or (therefore) within Kuwait 
itself. In essence, the study was focused on determining whether poor academic 
achievement was associated with problems in behaviour. In Study 1, ‘typically 
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developing’ children in mainstream education were studied, which differs from 
previous studies where children in special education programmes were the main 
focus. The children were those in grades 4 and 5 because they are in the transition 
period from primary to middle school, a time when studies are more difficult because 
more skills are required to move to the next stage. The teachers chosen were asked to 
rate the occurrence of problems in behavior among the children sampled through the 
use of the SDQ questionnaire, the AHQA questionnaire and an observation checklist. 
Teachers and parents provided ratings to enable the relationship between academic 
achievement and behaviour to be considered as part of an ecological framework that 
positions the child within a system of influences. The academic achievements of the 
students were measured through the use of various tests for mathematics and literacy. 
These factors enabled the researcher to consider children’s behaviour in the school 
and measure the relationship between behaviour and academic achievement in school 
children in the relevant grades. 
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3.2 Method 
 3.2.1 Participants and design  
 The Hawalli area of Kuwait (Education District 4), with a population of 
approximately 82,000 residents, was selected for Study 1 because it is known by the 
researcher (thereby making access easier) and because the population has similar 
demographic profiles to the nation as a whole. These characteristics include schools 
with children that are predominantly Kuwaiti nationals and where parents have 
income levels and socio-economic status that are broadly typical of the nation as a 
whole. Families of pupils at the two schools (randomly selected from Education 
District 4) are also within a range of socioeconomic and occupational backgrounds 
that are broadly typical of Hawalli and of Kuwait as a whole. This was supported by a 
scrutiny of a range of achievement in school examinations as these were found to be 
typical of those found across Kuwaiti schools. It is important to note that the fact of 
similarities being found between the education district, the two schools and the nation 
as a whole does not mean that representativeness is claimed, nor that the study results 
of what is, in essence, a case study (of two schools) can represent any more than those 
two schools. What is, however, sought, is the extent to which there may be 
associations between behaviour and educational achievement in these schools. This, 
in turn, may suggest that such connections may exist at a wider level and thus provide 
impetus for further studies (including Study 2). In summary, therefore, two primary 
level Kuwaiti government mainstream schools were selected at random from within 
Education District 4 with the caveat that one school was for boys and the other for 
girls. It may be noted that with regard to educational attainment, pass rates for one of 
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the schools was obtained and this, at 97 per cent,
1
 is within the spectrum of typical 
national pass rates of 91-97%. 
 Children were drawn from grades 4 and 5 and were aged 10 to 12 years. Two 
different schools were targeted to allow the testing of boys and girls because the 
genders are separated in the Kuwaiti school system. The differences in numbers of 
boys and girls in the sample reflected class size and attendance across the schools. A 
total of 163 Kuwaiti pupils (47 males and 22 females in grade 4 and 44 males and 50 
females in grade 5) were tested on the literacy and mathematics measures included in 
this study. Of the 163 questionnaires distributed to teachers and parents, 123 (75%) of 
AHQA and 122 (75%) of SDQ questionnaires were completed and returned by 
parents and 158 (97%) and 153 (94%) respectively by teachers. Of the 163 teacher 
observation sheets distributed, 158 (97%) were completed and returned. From the 
returned questionnaires, 121 were matched for AHQA and 117 for SDQ analysis. 
Therefore, the majority of the 163 students were assessed on behavioural problems 
via teacher and parent questionnaires and teacher observation sheets (possible reasons 
why some parents and teachers did not complete their questionnaires are discussed in 
the next sub-section). Researcher class-based observations were also undertaken to 
assess behaviours in the classrooms in which the children were studying. 
 The justification for selecting two schools was to assess boys and girls in the 
study; however, this also provided the opportunity to identify, explore and compare 
strategies for dealing with students' behaviour problems across the two contexts. 
Teachers provided data on students’ behaviour in class, which were confirmed 
through in-class observations. Parents were selected to provide information on the 
students’ behaviours outside of class and the students themselves were tested to 
                                                          
1
 This refers to the girls’ school. Similar data for the boys’ school was not available. 
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provide measures of educational achievement in mathematics and Arabic literacy. The 
size of the selected sample reflected the size of the school population and the nature 
of the research. Similar studies to that conducted in the present research identified a 
relatively small effect size when considered across the full distribution of scores on 
the individual achievement tests (Alazmi, 2010; Everatt et al., 2011). Based on this 
effect size estimate, the results of a G*Power analysis indicated that with power (1-β) 
set at 0.80, an effect size of .3 and α =.05, 2 tailed, a sample size of 82 was required 
for statistical significance at a .05 significance level. 
 
 3.2.2 Measures and procedure 
 Six tests were administered and these were completed by all of the 163 
students. Assessments of behavioural areas focused on attention deficits and 
hyperactivity disorders, although related behavioural problem areas were also 
considered, such as emotional symptoms. A reading comprehension test and a 
dictation task assessed literacy skills. A measure of basic mathematic ability, which 
comprised of arithmetic problems of addition, subtraction, multiplication or division, 
assessed numeracy. All are described below.  
 The questionnaires measuring these behavioural areas were either developed 
or translated for the Arab environment and were distributed to and completed by most 
parents and teachers of the children in the sample (see above for return rates). 
However, not all parents and teachers completed these scales for all children; 
therefore, numbers of responses to the questionnaires varied. The main reasons for a 
lack of response from parents, based on the intrinsic knowledge of the researcher as a 
Kuwaiti national with a longstanding understanding of attitudes and beliefs held in 
that nation, included the educational and cultural backgrounds of the parents, family 
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interests and awareness of the importance of the questionnaire and availability of the 
parents. On the other hand, management of the teachers’ questionnaires was easier 
because of the availability of the teachers in the schools during specific times. All 
measures were presented in the individual’s native language (Arabic). Each measure 
used, together with its procedures, was piloted prior to the start of the Study. At each 
school, achievement testing was performed in groups in a quiet classroom supervised 
by the researcher to ensure the utmost degree of control.  
 
 3.2.2.1 Strengths and Difficulties Questionnaire (SDQ) 
 This was the main measure used to assess a range of behavioural problems 
presented by the children. The questionnaire was based on a similar behavioural 
screening questionnaire by Rutter and colleagues that has been shown to have good 
levels of validity and reliability in many contexts (Elander & Rutter, 1996). Typically 
satisfactory alpha scores have been found to be 0.71 in total, ranging from 0.59 to 
0.73 in the sub-scales for parents and 0.72 to 0.86 for teachers (Koskelainen, 2008). 
The Strengths and Difficulties Questionnaire (SDQ) has been evaluated and used to 
assess behaviour disorders of both children and adolescents in Europe. However, little 
has been published in other parts of the world, although Woerner et al. (2004) 
reported on the use of the SDQ in non-European countries and regions, namely Brazil, 
the Middle East, Canada and Australia. The report indicated that the data provided 
clear evidence to support the psychometric properties of the measure. 
 The Rutter questionnaire for parents was further expanded to incorporate all 
items in the original questionnaire and also additional items: perceived strengths (10 
items), one neutral
2 and perceived difficulty (14 items). Factor analysis conducted by 
                                                          
2
 The neutral item is ‘Gets on better with adults than with other children’ – see Table 3.1 
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the author of the questionnaire (refer to Goodman, 1997) reveals that five distinct 
dimensions were tapped by the questionnaire: emotional symptoms, pro-social 
behaviour, conduct problems, peer problems and hyperactivity. In addition, identical 
items are used in the SDQ for both teachers and parents and can provide scores 
separately for the five areas examined. It can be noted that for the pro-social scale, a 
high score (not reverse scored) would indicate that the child tends to be considerate, 
sharing, helpful, kind and volunteering. For the peer problem scale, a high score 
would indicate that the child is solitary, is not well liked by other children, is bullied 
and seems to prefer the company of adults to other children. A sample of the SDQ 
questionnaire is shown in Table 3.1 below, which presents the 25 items included in 
the questionnaire and their division into five scales, comprising five items for each. 
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Table 3.1 The 25 items within the Strengths and Difficulties Questionnaire (SDQ) 
 
Sub-Scale Item 
Hyperactivity scale - Restless, overactive, cannot stay still for long 
- Constantly fidgeting or squirming 
- Easily distracted concentration wanders 
- Thinks things out before acting 
- Sees tasks through to the end, good attention span 
Emotional Symptoms 
Scale 
- Often complains of headaches, stomach aches or 
sickness 
- Many worries, often seems worried 
- Often unhappy, down-hearted or tearful 
- Nervous or clingy in new situations, easily loses 
confidence 
 - Many fears, easily scared 
Conduct Problems Scale - Often has temper tantrums or hot tempers 
- Generally obedient, usually does what adults request 
- Often fights with other children or bullies them 
- Often lies or cheats 
- Steals from home, school or elsewhere 
Peer Problems Scale - Rather solitary, tends to play alone 
- Has at least one good friend 
- Generally liked by other children 
- Picked on or bullied by other children 
- Gets on better with adults than with other children 
Pro-social  Scale - Considerate of other people's feelings 
- Shares readily with other children (treats, toys, pencils, 
etc.) 
- Helpful if someone is hurt, upset or feeling ill 
- Kind to younger children 
- Often volunteers to help others (parents, teachers, other 
children) 
Note: The five items printed above in italics are scored in the reverse direction to the 
rest of the items, i.e. 2 for not true, 1 for somewhat true, and 0 for certainly true. Bold 
text indicates SDQ difficulties items. The measure is easily available in more than 40 
languages at www.sdqinfo.com. © Copyright (Goodman, 1997) 
 
 For each item shown in Table 3.1, the responses were marked and reverse 
scored as 0 = “not true”, 1 = “somewhat true” or 2 = “certainly true” except the items 
in italics. The scores for five scales were then generated by totalling the scores for 
five items that make up the scales, hence generating an appropriate score for a scale 
from 0 – 10.  
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 Additionally, scores for emotional symptoms, peer problems, hyperactivity 
and conduct problems were totalled to obtain the total difficulties score ranging 
between 0 and 40. However, the score for pro-social was not included in the total 
difficulties score given because it was different conceptually from the occurrence of 
psychological difficulties. Justification for choosing this scale was that it is used in 
Arab countries and has an Arabic version. It has also, as noted, been extensively used 
in studies in Europe and to a lesser extent across the world.   
 
 3.2.2.2 Inattention-hyperactivity questionnaire in Arabic (AHQA) 
 In addition to the SDQ, a questionnaire designed specifically for the Arabic-
language Kuwaiti context (see Appendix 1) has been developed (Al-Sharhan & 
Everatt, in preparation). This was based on diagnostic criteria for attention-deficit-
hyperactivity-disorder (ADHD) as detailed in clinical manuals such as DSM-V (see 
American Psychiatric Association, 1994). These include nine symptoms for 
inattention and nine symptoms for hyperactivity and impulsivity, which may be 
present in persons with ADHD. To ensure that all the symptoms were represented in 
the AHQA, each symptom is covered by a question.  Therefore, the questionnaire 
included nine items relating to differing inattention symptoms and another nine items 
about differing hyperactivity (six items) and impulsivity (three items) symptoms: 18 
items in total. A high score in the nine areas for inattention suggest that a child is not 
paying attention to detail, is making mistakes, does not sustain attention for long in 
either school work or when playing, does not seem to be listening, fails to finish jobs 
or school work assigned, has difficulty in being organised or following tasks in steps, 
often loses things, is easily distracted and is often forgetful. For hyperactivity, a high 
score would suggest that a child is physically restless, often leaves their seat, is 
BEHAVIOUR AND ACADEMIC ACHIEVEMENT IN KUWAIT PRIMARY 
SCHOOLS   84 
 
 
inappropriately active (for example running and climbing when they should be 
walking), tends not to engage in work or games quietly (when being quiet is 
expected), talks constantly, answers quickly without thinking, does not easily accept 
turn-taking and commonly interrupts. Each item details an area where a potential 
problem may exist and gives an Arabic-based example to explain the difficulty. Items 
were framed as statements that could be marked as true or not true of the individual, 
with the teacher/parent answering either "always", "sometimes", "rarely" or "never".  
If the item was positive, then "always" and "sometimes" received a score of zero; if 
the item was negative, then "always" and "sometimes" scored a one.  For example, 
Item 2 in the teacher’s inattention scale was “Is your student able to follow 
instructions?” This is a positively loaded statement; therefore, if the teacher ticked 
"always" or "sometimes", then the student scored a zero; if the teacher ticked "rarely" 
or "never", the student scored a one. This questionnaire was given to parents and 
teachers of the children targeted by the study, with responses for behavioural 
problems and hyperactivity being scored separately. Examples of items covering 
issues of inattention in the teacher version included: “Does your student avoid/dislike 
tasks that require sustained mental effort? (for example, avoids doing his 
homework)” and “Does your student often lose things?  (for example, pencils, books, 
school assignments).”  
 Another example, this time from the parent version, can be given: “Is your 
child easily distracted by “extraneous” stimuli?  (For example, when she/he is doing 
her/his homework and someone is talking in the same room).” Examples of 
statements covering issues of hyperactivity or impulsivity in the teacher version are: 
“Does your student have difficulty remaining seated when it is necessary to do so?  
(For example, during a class assignment)” and “Is your student able to do the 
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assignments, read, or copy from the white board quietly?” In contrast, in the parent 
version, an example item is: “Does your child interrupt others?  (For example, blurts 
out the answer before you have finished asking the question).” The primary difference 
between the parent and teacher items was the type of examples provided and the use 
of the term ‘child’ versus ‘student’. 
 
 3.2.2.3 Observation checklist  
 A questionnaire on student behaviour in the classroom was developed and 
given to the teachers in the Study to report about the children (see Appendix 2). The 
questionnaire was designed specifically for the Arabic language (originated in Arabic) 
Kuwaiti context in which the study was conducted, but was based on similar tools 
reported in the literature, such as by Sebti et al. (2010). There were 15 items, each of 
which indicated an area of negative classroom behaviour: for example, talking out of 
turn, walking around the class without permission, interrupting other students, bad 
language and fighting, but also included items related to fidgeting and hyperactivity.  
 In essence, the problems in behavior were categorized based on similar 
statements. An example of Talking was: “Students speak without permission.” 
Examples of statements on Hyperactivity were: “Students do not look at the teacher”, 
“Students fidget in their seats”, “Students make noises other than speaking (For 
example, moving a chair, tapping on a  table or singing)”, and “Fidgeting, for 
example playing with pen pulling clothes”. Examples of statements on School Rules 
were: “Students move from their places without permission”, “Students do not follow 
the teacher's instructions” and “Students wander around the classroom instead of 
doing their work”. Examples of statements on Aggressive Behaviour were: “Students 
disrupt their peers”, “Students argue in classroom” and “Students fight in 
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classroom.” An example of a statement on Outside Classroom (behaviour external to 
the classroom but which affects behaviour inside the classroom) was: “Outside 
classroom stimuli, for example making a sound or moving”. An example of 
statements on Impolite Language was: “Students use impolite language in classroom” 
and “Students are rude to the teacher.” An example of a statement on Taking Things 
was: “Students take things that do not belong to them”.   
 The maximum score for these categories included Talking (Max 3), 
Hyperactivity (Max 12), School Rules (Max 9), Aggressive Behaviour (Max 9), 
Outside Classroom (Max 3), Impolite Language (Max 6) and Taking Things (Max 3).  
Items were marked by the teacher and scored in the following way: 0 for "never", 1 
for "sometimes", 2 for "often" and 3 for "always" – therefore, a higher score indicates 
more problem behaviours in the classroom, with the total score for the questionnaire 
ranging from 0 to 45.  
 The same 15 items were used by the researcher as part of an observation 
checklist that recorded the frequency of occurrence of each item in each of the 
classrooms in which the children were studying (see Appendix 3). The researcher 
observed the classrooms on four different occasions during the period of the study. 
The occurrence of each of the 15 areas of classroom behaviour problems was noted by 
ticking a checklist where such problems had been observed in individual students and 
totals for each class were produced. These totals were used to compare with the 
teachers’ perspectives about the same problem areas. The researcher received 
informal training from a visiting UK educational psychologist and researcher who 
outlined the most objective approach and method that should be used in classroom 
observation. This guidance and training was strictly adhered to by the researcher. 
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 3.2.2.4 Reading comprehension test 
 A reading comprehension test was carried out to assess the students’ Arabic 
reading fluency skills (see Appendix 4). The test was developed specifically to test 
Arabic-speaking children and has been tested extensively prior to its implementation 
in this study. It was developed and tested by the Centre for Children Evaluation and 
Teaching in Kuwait and published in Arabic (Elbeheri et al., 2013).  
 The test was based upon 50 incomplete sentences, each sentence requiring the 
addition of one word to complete the sentence to make a meaningful one.  Each 
sentence was followed by a set of four words, with one word only being the correct 
answer to complete a meaningful sentence. The test process allowed the fourth and 
fifth year primary stage students two and half minutes to complete as many items as 
they could. At the beginning of the test, students were warned of the time constraints 
imposed and were asked to stop writing once the allowed time had expired. The 
student test scores were based on the number completed correctly in the allotted time. 
 
 3.2.2.5 Dictation test  
 The dictation test used in Study 1 consisted of one Arabic passage that was 56 
words long (see Appendix 5). The test process began with the researcher reading the 
passage at a slow pace and with appropriate gaps in speech to allow the students to 
record what was dictated and to permit context to support word recognition. The test 
process pace was based upon an earlier pilot test and applied a certain amount of time 
pressure to achieve the task. Once the dictation test was completed, the test papers 
were collected and words marked for correct spelling.  
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 3.2.2.6 Mathematics test 
 This test was based on four testing activities: subtraction, addition, division 
and multiplication (see Appendix 6). There were thirty six arithmetic calculation 
activities in the subtraction, addition and multiplication tests, and thirty three for 
division. The students were allowed one minute to complete as many items as they 
could within each of the given tasks. Student performance was based upon the number 
of items completed correctly in the time allotted for the four tasks, with the scores 
then combined to produce the students’ mathematics scores used in the current 
analysis. 
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3.3 Results 
 3.3.1 Educational achievement 
 In study 1, the main aim was to examine in what ways problems with 
behaviour are related to the educational achievement of Kuwaiti students in a typical 
school context. Educational achievement among students was measured by 
conducting mathematics and literacy tests (reading comprehension and spelling) 
among the students in grades 4 and 5. These tests allowed changes in educational 
achievement with grade level to be observed, but their primary purpose in terms of 
Study 1 came from using the results to determine the relationship between educational 
achievement and behavioural problems. Tables 3.2 and 3.2a (below) show the mean 
and standard deviation scores for the academic measures in Study 1 by grade and by 
school. Independent t-tests were also calculated for these measures and for spelling 
tests and these showed that students in the fifth grade scored higher than the students 
in fourth grade (t(114) = -4.72, p < .001, d = 0.66). For the mathematics test, the 
results of the independent samples t-test showed that students in the fifth grade scored 
higher than the students in fourth grade in this subject area (t(161) = -4.60, p < 001, d 
= 0.71). In terms of reading comprehension, the independent samples t-test showed 
that students in the fifth grade scored higher than the students in fourth grade in 
reading comprehension (t(161) = -3.59, p < .001, d = 0.56). Independent sample t tests 
between the two individual schools as a whole showed no significant results, thus 
indicating no gender differences in academic achievement. 
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Table 3.2 Mean scores and standard deviations for the academic measures in Study 1 
by grade 
Grade Mathematics total  
 
(Max 141) 
Reading 
Comprehension 
 (Max 50) 
Spelling  
 
(Max 56) 
Fourth Mean 38.55 17.42 32.61 
N 69 69 69 
Std. 
Deviation 
16.87 7.21 16.43 
Fifth Mean 50.48 21.64 43.48 
N 94 94 94 
Std. 
Deviation 
15.96 7.53 11.43 
Total Mean 45.43 19.85 38.88 
N 163 163 163 
Std. 
Deviation 
17.34 7.67 14.74 
 
Table 3.2a Mean scores and standard deviations for the academic measures in Study 
1 by school 
 Mathematics total  
 
(Max 141) 
Reading 
Comprehension 
 (Max 50) 
Spelling  
 
(Max 56) 
School 1 
(boys) 
Mean 44.65 19.54 38.62 
N 91 91 91 
Std. 
Deviation 
16.47 7.44 14.22 
School 2 
(girls) 
Mean 46.43 20.25 39.21 
N 72 72 72 
Std. 
Deviation 
18.47 7.98 15.48 
Total Mean 45.43 19.85 38.88 
N 163 163 163 
Std. 
Deviation 
17.34 7.67 14.74 
 
 3.3.2 Behavioural problems 
Behavioural problems among the students in grades 4 and 5 were measured 
using the SDQ and AHQA questionnaires for teachers and parents. These measures 
enabled changes in behaviour problems with grade level to be assessed and were vital 
in addressing the objective for Study 1 of determining the relationship between 
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behavioural problems and educational achievement. The scores on SDQ and AHQA 
also enabled the ratings by the parents and teachers of the problems presented by the 
children to be compared. 
Before moving on to these results, reliability analysis, based on Cronbach’s 
Alpha, was undertaken and results indicate that the SDQ parent scale was reliable: 
alpha = 0.68, as were the AHQA scales for teachers and parents : alpha = 0.87 and 
0.78 respectively (subscales for AHQA Inattention and Hyperactivity 0.80 and 0.84 
for teacher and 0.63 and 0.77 for parent respectively). However, it was found that 
there was alpha = 0.57 for the SDQ teacher scale and this is indicative of relatively 
low reliability. The reasons for this lower teacher reliability score might be that 
teachers gave lower ratings overall (although it is acknowledged that this would not 
necessarily influence the reliability of the scores if they were responding in a 
consistently low way across items) and there were large variations within their scores. 
There are a number of potential reasons for this, for example a lack of concentration 
when recording the scores (subscales for SDQ Hyperactivity, Emotion Symptom, 
Conduct Problem, Peer Problem and Pro –Social 0.73, 0.60, 0.63, 0.17 and 0.79 for 
teacher and 0.69, 0.66, 0.52, 0.09 and 0.68 for parent respectively
3
). 
 
                                                          
3
 It is clear that the Cronbach Alpha sub-scale scores were unacceptably low with regard to one item 
and this is Peer Problems for both Teachers and Parents. Consideration was given to eliminating this 
sub-scale but this was decided against on the grounds that SDQ is an internationally known and 
commonly used instrument in studies such as this one. Further investigation indicated that three items 
in particular may have caused the low scores and these were Has at least one good friend, is Generally 
liked by other children and Gets on better with adults than with other children. The reasons why these 
were problematic include the possibility of lingual issues (not directly translatable), or cultural 
misunderstanding (for example having two good friends or more as opposed to one good friend or 
more). It may also be noted that Cronbach Alpha tests for reliability were conducted for both parents 
and teachers with Peer Problems removed and the results were respectively 0.71 and 0.59. It can 
therefore be stated that with or without Peer Problems included, the reliability score for parents was 
higher than for teachers, the latter of which may be categorised as being poor. 
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 3.3.2.1 The Inattention-Hyperactivity Questionnaire in Arabic (AHQA) 
 As has been previously noted, it is important that the relationships and 
differences between the reporting of behavioural problems between the two groups, 
parents and teachers, be measured as well as between grades. For the former, this has 
the potential to highlight varying perspectives and priorities in terms of where the 
behavioural touch points between parents and teachers, homes and schools, were 
believed to have an impact on relationships and performance and, for the latter, 
important inferences may be drawn if behavioural patterns changed over time. With 
these points in mind it is of interest to note (see Table 3.3 below) that all AHQA mean 
scores decreased between fourth and fifth grades, with the mean scores for AHQA 
respectively for parent inattention and hyperactivity being 3.71 and 4.35 in grade 4 
(SD 1.80 and 2.59) and 3.26 and 3.82 respectively in grade 5 (SD 1.85 and 2.36). 
Teacher AHQA mean scores for inattention and hyperactivity for grade 4 are 
respectively 2.90 and 3.02 (SD 2.29 and 2.50), while for grade 5 the teacher scores are 
2.52 and 2.24 (SD 2.28 and 2.48). 
 However, while these descriptive statistics are of interest, it was necessary that 
their relative statistical importance was explored and therefore 2 x 2 mixed ANOVA 
analyses were conducted to compare grade levels (between-subjects) and 
parent/teacher ratings (within-subjects) for both AHQA Inattention and AHQA 
Hyperactivity. 
Starting with AHQA Inattention, a 2 (grade: Grade 4, Grade 5) x 2 (rater: 
Parent, Teacher) ANOVA revealed that the main effect of grade on Inattention scores 
was non-significant, F(1, 119) = 1.75, p = .188. There was a significant main effect of 
rater, F(1, 119) = 10.57, p = .001, ƞp
2
 = .08, with parents rating the inattention 
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problems of the children higher than did teachers. There was no significant interaction 
between grade and rater, F(1, 119) = .02, p = .896.  
Moving to Hyperactivity, a 2 (grade: Grade 4, Grade 5) x 2 (rater: Parent, 
Teacher) ANOVA revealed a non-significant main effect of grade on Hyperactivity 
scores F(1, 119) = 3.33, p = .07. There was a significant main effect of rater on 
Hyperactivity scores, F(1, 119) = 23.03, p < .001, ƞp
2 
= .16,  where, again, parents 
rated the children’s Hyperactivity higher than teachers did. As was the case for 
Inattention scores, the interaction between grade and rater was non-significant F(1, 
119) = .17, p = .683. 
 
Table 3.3 Mean scores and standard deviations for AHQA measures in the Study 1 
Grade AHQA Parent: 
Inattention 
(Max 9) 
AHQA Parent: 
Hyperactivity 
(Max 9) 
AHQA 
Teacher: 
Inattention 
(Max 9) 
AHQA Teacher: 
Hyperactivity 
(Max 9) 
Fourth Mean 3.71 4.35 2.90 3.02 
 N 42 42 42 42 
 Std. 
Deviation 
1.80 2.59 2.29 2.50 
Fifth Mean 3.26 3.82 2.52 2.24 
 N 79 79 79 79 
 Std. 
Deviation 
1.85 2.36 2.28 2.48 
Total Mean 3.42 4.00 2.65 2.51 
 N 121 121 121 121 
 Std. 
Deviation 
1.83 2.45 2.28 2.51 
 
 3.3.2.2 The Strengths and Difficulties Questionnaire 
It can be recalled that the Strengths and Difficulties Questionnaire is proposed 
as being the main measure of behavioural problems presented by the children in the 
study and the results are shown and described in similar fashion to those found for 
AHQA. 
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Table 3.4 (below) shows, the mean scores for SDQ parent and teacher measures 
and separate ANOVAs were also conducted for each subscale. For SDQ 
Hyperactivity scores, a 2 (grade: Grade 4, Grade 5) x 2 (rater: Parent, Teacher) mixed 
ANOVA with rater as the repeated measure revealed that there was no main effect of 
grade on SDQ Hyperactivity scores, F(1, 115) = 3.13, p = .08. The main effect of 
rater was also non-significant, F(1, 115) = 1.08, p =.302, as was the interaction 
between grade and rater F(1, 115) = .90, p = .345.  
Moving on to the SDQ Emotional scores, a 2 (grade: Grade 4, Grade 5) x 2 
(rater: Parent, Teacher) mixed ANOVA showed that, overall, SDQ Emotional scores 
were significantly higher in  Grade 4 children than Grade 5 children, F(1, 115) = 3.99, 
p = .048, ƞp
2 
= .03.  The main effect of rater was also significant, F(1, 115) = 16.05, p 
< .001, ƞp
2 
= .12, and again with parents giving higher scores than teachers. The 
interaction between grade and rater was non-significant, F(1, 115) = 1.54, p = .218.  
For SDQ Conduct Problems, a 2 (grade: Grade 4, Grade 5) x 2 (rater: Parent,  
Teacher) mixed ANOVA revealed that Grade 4 children scored significantly higher 
than Grade 5 children on Conduct Problems,  F(1, 115) = 4.70, p = .032, ƞp
2 
= .04. 
Once again, parents gave significantly higher ratings than teachers on this subscale, 
F(1, 115) = 14.02, p < .001, ƞp
2 
= .11. It was also found that the interaction between 
rater and grade was non-significant, F(1, 115) = 3.40, p = .068.  
For SDQ Peer problems, a 2 (grade: Grade 4, Grade 5) x 2 (rater: Parent, 
Teacher) mixed ANOVA revealed that there were no significant differences in SDQ 
Peer problems scores between the two grade levels, F(1, 115) = .004, p = .952. On 
this subscale, there was also no significant difference between parent and teacher 
ratings, F(1, 115) = 1.71, p = .194, and the interaction between rater and grade was 
also non-significant, F(1, 115) = 2.05, p = .155. 
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 Finally, for the SDQ Pro-social subscale, a 2 (grade: Grade 4; Grade 5) x 2 
(rater: Parent, Teacher) mixed ANOVA revealed that the main effect of grade level 
was non-significant, F(1, 115) = 1.66, p = .20. However, parents again gave 
significantly higher ratings than teachers, F(1, 115) = 14.73, p < .001, ƞp
2 
= .11. The 
interaction between grade and rater was non-significant F(1, 115) = .32, p = .575. 
 
Table 3.4 Mean scores and standard deviations for the SDQ-parent and teacher 
measures in the Study 1 
Grade SDQ: 
Hyperactivity 
(Max 10) 
SDQ: 
Emotional 
(Max 10) 
SDQ:  
Conduct 
(Max 10) 
SDQ:  
Peer problems 
(Max 10) 
SDQ:  
Pro-social* 
(Max 10) 
Parent Teacher Parent Teacher Parent Teacher Parent Teacher Parent Teacher 
Fourth Mean 3.95 3.92 3.25 2.51 2.56 2.12 2.53 3.10 8.10 6.89 
 N 39 39 39 39 39 39 39 39 39 39 
 SD 2.40 2.62 2.26 2.01 1.97 1.74 1.58 1.83 2.03 2.58 
Fifth Mean 3.56 2.98 2.97 1.56 2.43 1.15 2.82 2.79 8.34 7.44 
 N 78 78 78 78 78 78 78 78 78 78 
 SD 2.21 2.48 2.22 1.86 1.73 1.63 1.43 1.35 1.86 2.09 
Total Mean 3.69 3.29 3.06 1.88 2.47 1.47 2.72 2.89 8.26 7.26 
 N 117 117 117 117 117 117 117 117 117 117 
 SD 2.27 2.56 2.23 1.96 1.80 1.73 1.48 1.52 1.91 2.27 
 
*Note that a high score for this subscale reflects positive behaviour 
 For all parts of the tables (3.2, 3.3 and 3.4), results are presented for grades 4 
and 5 and the whole cohort. This was to show expected changes with grade level in 
educational achievement (grade 5 shows larger scores in literacy and mathematics 
compared to grade 4), as well as to inspect changes with grade level in the behaviour 
measures (grade 4 showed higher conduct problems compared to grade 5). 
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 In interim summary of the results presented thus far, it can be noted that Grade 
5 students had significantly higher scores in their educational attainment tests than 
students in Grade 4. With regard to behavioural measures and grades and teacher and 
parent measures, levels of reported behaviour improved in each subscale between 
fourth and fifth grades (with the exception of parents and peer problems). The levels 
of reported behaviour were consistently higher from parents than teachers (including 
the Pro-social scale where a higher score reflected positive behaviour) and this was to 
statistically significant levels in both AHQA sub-scales. However, the differences 
between the grades were not found to be statistically significant for both of these 
scales. With regard to SDQ scores and grade, statistically significant differences were 
found between the grades (with Grade 4 higher than Grade 5) in Emotional and 
Conduct problems and in parent and teacher ratings for Conduct and Emotional 
problems and the Pro-social scale. 
  
 3.3.2.3 Teacher and researcher observations 
With regard to the children’s behaviour in the school, the teacher and 
researcher observation scores were attained through the use of an observation 
checklist for teachers and the researcher to assess the children’s behaviour in the 
school environment. Consequently, the results presented enabled the Study 1 
objective of observing the children’s behaviour in the school to be addressed.  
 Results of Cronbach’s Alpha for reliability analysis were found to be 0.94 for 
the 15 items in the data provided by the teacher observations. In addition, the result of 
Cronbach’s Alpha for Hyperactivity, School Rules and Aggressive Behaviour items 
reliability analyses were found to be 0.84, 0.82 and 0.90 respectively in the data 
provided by the teacher observations. Tables (below) are presented for each class and 
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the average scores of teachers per class can be compared with the researcher’s 
observations. The teacher and researcher observations have also been presented using 
further descriptive statistics and these have been mainly based on three approaches, 
which are the mean and standard deviations of scores for evaluated problem 
behaviours in each class, the derived percentages of problem area scores in each class 
and the sum of the scores from the four researcher observation visits made to each 
class.   
 Table 3.5 includes the descriptive statistics for teacher and researcher 
observation scores. It can be emphasised that the researcher made four observation 
visits to each class and the scores for each category of behaviour are summed. Further 
analyses were conducted using a 2 (grade: Grade 4, Grade 5) x 2 (gender: Male, 
Female) between-subjects ANOVA to test the effects of the gender and grade on 
Teacher observations scores with regards to problems in Talking, Hyperactivity, 
School Rules, Aggressive Behaviour, Outside Classroom, Impolite Language and 
Taking Things. The scores were summed for this analysis.  
 Beginning with Talking scores, a (grade: Grade 4, Grade 5) x 2 (gender: Male, 
Female) between-subjects ANOVA showed that both the main effect of gender (F(1, 
154) = .20, p = .655) and the main effect of grade (F(1, 154) = 1.79, p = .183) on 
Talking scores (Teacher observations) were non-significant, and the interaction 
between grade and gender factors was also non-significant (F(1, 154) = 3.59, p = 
.060).  
 Moving onto Hyperactivity teacher observation scores, a 2 (grade: Grade 4, 
Grade 5) x 2 (gender: Male, Female) between-subjects ANOVA indicated that the 
main effect of gender on Hyperactivity scores (Teacher observations) was non -
significant (F(1, 154) = .95, p = .331). However, further analysis showed that the 
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main effect of grade was significant, with Grade 4 scoring higher on Hyperactivity 
than Grade 5, (F(1, 154) = 4.84, p = .029, ƞp
2 
= .03), while the interaction between 
grade and gender was non-significant (F(1, 154) = 1.70, p = .194). 
  For School Rules scores, a further 2 (grade: Grade 4, Grade 5) x 2 (gender: 
Male, Female) between-subjects ANOVA revealed that, as for Hyperactivity above, 
the main effect of gender factor on School Rules scores (Teacher observations) was 
non - significant (F(1, 153) = 2.09, p = .150), but the results do indicate that the main 
effect of grade was significant, with Grade 4 School Rule violation scores being 
higher than those for Grade 5, (F(1, 153 = 7.31, p = .008, ƞp
2 
= .05). For this factor, 
there was a significant interaction between grade and gender (F(1, 153) = 12.96, p < 
.001, ƞp
2 
= .08). These can be broken down with Simple Main Effects Analysis, the 
results for males being t(86) = –585, p = .560 and for females t(23) = 4.87, p < .001. 
The relevance of these results can be given further emphasis by noting that while the 
mean scores indicate that there is no significant difference between grades for males, 
females in Grade 4 score significantly higher than females in Grade 5 – thus, there is a 
grade difference for females but not for males. 
 For Aggressive Behaviour, a 2 (grade: Grade 4, Grade 5) x 2 (gender: Male, 
Female) between-subjects ANOVA revealed that both the main effect of gender (F(1, 
154) = 12.57, p = .001, ƞp
2 
= .08) and grade (F(1, 154) = 8.56, p = .004, ƞp
2 
= .05) on 
Aggressive Behaviour scores (Teacher observations) were significant;  the scores for 
males were higher than for females and those for grade 4 were higher than those for 
grade 5. However, it was also found that the interaction between grade and gender 
was non-significant (F(1, 154) = .434, p = .510). 
 Another 2 (grade: Grade 4; Grade 5) x 2 (gender: Male, Female) between-
subjects ANOVA revealed that the main effect of the gender factor on Outside 
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Classroom scores (Teacher observations) was significant (F(1, 154) = 6.37, p =.013, 
ƞp
2 
= .04), with females scoring higher than males, yet the main effect for grade was 
non - significant (F(1, 154) = .38, p = .537). The interaction between grade and 
gender was significant (F(1, 154) = 4.68, p =.032, ƞp
2 
= .03). In this case the results of 
a Simple Main Effects Analysis showed that in terms of gender differences, females 
scored significantly higher than males for Grade 4 (t(29) = -2.593, p = .015 but not for 
Grade 5 t(90) = .292, p = .771).  
 For Impolite Language, a 2 (grade: Grade 4, Grade 5) x 2 (gender: Male, 
Female) between-subjects ANOVA revealed males scored significantly higher than 
females on Impolite Language scores (Teacher observations), F(1, 154) = 9.44, p = 
.003, ƞp
2 
= .06). The main effect of grade was, again, non-significant (F(1, 154) = 
1.21, p = .274). The interaction between grade and gender factors was also non-
significant (F(1, 154) = .16, p = .689). 
 Finally, for Taking Things, a 2 (grade: Grade 4, Grade 5) x 2 (gender: Male, 
Female) between-subjects ANOVA showed that males scored significantly higher 
than females on this subscale, F(1, 153) = 5.83, p = .017, ƞp
2 
= .04), while neither the 
main effect of grade (F(1, 153) = .24, p = .629), nor the interaction between grade and 
gender (F(1, 153) = 1.24, p = .268) were significant. 
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Table 3.5 Scores (means, standard deviations and score as a percentage of the maximum for teacher responses, and total scores for the 
researcher frequencies) on the observation checklist in the Study 1 
Class Name Talking 
 (Max 3) 
Hyperactivity 
(Max 12) 
School Rules 
(Max 9) 
Aggressive 
Behaviour(Max 9) 
Outside 
Classroom(Max 3) 
Impolite 
Language(Max 6) 
Taking Things 
(Max 3) 
Male grade 4 classroom 1 (N = 
22) 
Teacher 1.27 (.88) 4.23 (2.83) 2.45 (2.20) 3.55 (2.46) .86 (.64) .73 (.88) .41 (.67) 
Percentage  42.33% 35.25% 27.22% 39.44% 28.67% 12.17% 13.67% 
Researcher 104 110 53 21 7 9 1 
Male grade 4 classroom 2 (N = 
23) 
Teacher .57 (1.04) 2.00 (3.30) 1.36 (2.06) 1.87 (2.36) .48 (.79) 1.09 (1.76) .36 (.73) 
Percentage 19% 16.67% 15.11% 20.78% 16% 18.17% 12% 
Researcher 197 118 161 83 26 25 13 
Male grade 5 classroom 1 (N = 
22) 
Teacher 1.32 (1.21) 3.64 (3.29) 3.41 (2.91) 2.91 (2.99) 1.27 (1.08) 1.27 (1.98) .82 (1.14) 
Percentage 44% 30.33% 37.89% 32.33% 42.33% 21.17% 27.33% 
Researcher 114 132 52 34 13 4 7 
Male grade 5 classroom 2 (N = 
22) 
  
Teacher .68 (.84) 1.73 (2.29) 1.00 (1.35) .86 (1.32) .50 (.51) .27 (.63) .32 (.48) 
Percentage 22.67% 14.42% 11.11% 9.56% 16.67% 4.50% 10.67% 
Researcher 179 168 109 67 22 20 11 
Female grade 4 classroom 1 (N 
= 21) 
Teacher 1.14 (1.01) 3.24 (2.49) 2.62 (1.88) 1.67 (2.01) 1.33 (1.06) .38 (.97) .24 (.44) 
Percentage 38% 27% 29.11% 18.56% 44.33% 6.33% 8% 
Researcher 92 115 26 11 5 1 0 
Female grade 5 classroom 1 (N 
= 24) 
Teacher .46 (.51) 1.75 (1.96) .17 (.38) .04 (.20) .92 (.93) .00 (.00) .00 (.00) 
Percentage 15.33% 14.58% 1.89% 0.44% 30.67% 0% 0% 
Researcher 93 84 22 9 4 0 1 
Female grade 5 classroom 2  (N 
= 24) 
Teacher .79 (.83) 1.54 (1.72) .92 (.93) .75 (1.36) .96 (.55) .17 (.56) .33 (.64) 
Percentage 26.33% 12.83% 10.22% 8.33% 32% 2.83% 11% 
Researcher 119 107 22 18 2 1 0 
Total for all classroom Teacher .87 (.96) 2.55 (2.74) 1.66 (2.08) 1.63 (2.26) .89 (.86) .55 (1.21) .35 (.68) 
Percentage 29% 21.25% 18.44% 18.11% 29.66% 9.16% 11.66% 
Researcher 898 834 445 243 79 60 33 
.
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 In summary of this part of this results, teacher observation scores  with gender 
as a factor in the 2x2 ANOVAs  indicated that males scored significantly higher than 
females on Aggressive Behaviour (F(1, 154) = 12.57, p = .001, ƞp
2 
= .08), Impolite 
Language (F(1, 154) = 9.44, p = .003, ƞp
2 
= .06) and Taking Things (F(1, 153) = 5.83, 
p = .017, ƞp
2 
= .04). However, females scored significantly higher than males for 
Outside Classroom (F(1, 154) = 6.37, p = .013, ƞp
2 
= .04). With regard to grade, 
children in Grade 4 scored significantly higher than children in Grade 5 for 
Hyperactivity, School Rules and Aggressive Behaviour. Thus, it may be seen that 
from a teacher perspective, boys and children in Grade 4 caused more behavioural 
problems than girls and children in Grade 5.  
 As teacher observations involved scoring individual children, and researcher 
observations involved scoring them within a group setting, it is not possible to 
compare teacher and researcher observations directly. However, by looking at which 
behavioural problems were identified as the most prevalent by teacher and researcher 
observations, it is possible to descriptively explore patterns of difference in the issues 
identified by each rater. 
 Table 3.6 indicates that in terms of rank order of behaviour problems in Grade 
4, the researcher rated Talking, Hyperactivity and School Rules as the main problems 
while those for teachers were Talking, Outside Classroom and Aggressive Behaviour. 
These rankings, converted to the same scale, are visualized in Figure 3.2.  
 In terms of rank order of behaviour, problems in Grade 5, (see Table 3.6) 
show that the researcher rated Talking, Hyperactivity and School Rules as the main 
problems while for teachers they were Outside Classroom, Talking and Hyperactivity. 
These rankings are visualized in Figure 3.3 in terms of rank order of behaviour 
problems in Grade 5. 
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Table 3.6 Grade 4 and 5 scores (means, standard deviations and score as a percentage 
of the maximum for teacher responses, and total scores for the researcher frequencies) 
on the observation checklist in the Study 1 and rank order for both teacher and 
researcher observations according to how frequent the problems in students are. 
 
  
Grade 4 and 5 
Talking 
 
Max 3 
Hyperact
ivity 
 
 
Max 12 
 
School 
Rules 
 
Max 9 
Aggressi
ve 
Behavio
ur 
Max 9 
Outside 
Classroom 
Max 3 
Impolite 
Language 
Max 6 
Taking 
Things 
Max 3 
Grade 4 
(N = 66) 
Teacher 
Percentage 
.98 
 (1.01) 
32.66% 
3.13 
(3.00) 
26.08% 
2.13 
(2.09) 
23.66% 
2.36 
 (2.40) 
26.22% 
.87 
 (.90) 
27.33% 
.74  
(1.29) 
12.33% 
.33 
(.61) 
11% 
Researcher 
Means 
393 
(5.95) 
343 
(5.19) 
240 
(3.63) 
115 
(1.74) 
38 
(.57) 
35 
(.53) 
14 
(.21) 
Grade 5 
(N = 92) 
Teacher 
Percentage 
.80  
(.91) 
26.66% 
2.14 
(2.47) 
17.83% 
1.33 
(2.02) 
14.77% 
1.10  
(2.01) 
12.22% 
.91 
 (.83) 
30.33% 
.41  
(1.14) 
6.83% 
.35 
(.73) 
11.66% 
Researcher 
Means 
505 
(5.48) 
491 
(5.33) 
205 
(2.22) 
128 
(1.39) 
41 
(.44) 
25 
(.27) 
19 
(.20) 
Rank 
order 
Grade 4 
Teacher 1 4 5 3 2 6 7 
Researcher 1 2 3 4 5 6 7 
Rank 
order 
Grade 5 
Teacher 2 3 4 5 1 6 7 
Researcher 1 2 3 4 5 6 7 
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Figure 3.2 Data from Table 3.6 
 
 
Figure 3.3 Data from Table 3.6 
 
 In terms of rank order of behaviour problems among males, Table 3.7 shows 
that the researcher rated Talking, Hyperactivity and School Rules as the main 
problems while teachers rated Talking, Outside Classroom and Aggressive Behaviour 
in the same terms. These ranking are visualized in Figure 3.4. With regard to the rank 
order of behaviour problems among the females, Table 3.7 shows that the researcher 
rated Hyperactivity, Talking and School Rules as the main problems, while teachers 
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rated Outside Classroom, Talking and Hyperactivity in the same category. These 
rankings are visualized in Figure 3.5. 
 
Table 3.7 Gender scores (means, standard deviations and score as a percentage of the 
maximum for teacher responses, and total scores for the researcher frequencies) on 
the observation checklist in the Study 1 and rank order for both teacher and researcher 
observations according to how frequent the problems in students are. 
 
 
Gender 
Talking 
 
Max 3 
Hyperact
ivity 
Max 12 
School 
Rules 
Max 9 
Aggressive 
Behaviour 
Max 9 
Outside 
Classroom 
Max 3 
Impolite 
Language 
Max 6 
Taking 
Things 
Max 3 
Males  
(N = 89 ) 
Teacher 
Percentage 
.95 
(1.04) 
31.66% 
2.88  
(3.09) 
24% 
2.05 
(2.36) 
22.77% 
2.29  
(2.53) 
25.44% 
.77  
(.83) 
25.66% 
.84 
 (1.46) 
14% 
.47  
(.80) 
15.66% 
Researcher 
Means 
594 
(6.67) 
528 
(5.93) 
375 
(4.21) 
205 
(2.30) 
68 
(.76) 
58 
(.65) 
32 
(.35) 
Females 
(N = 69) 
Teacher 
Percentage 
.78 
(.83) 
26% 
2.13  
(2.16) 
17.75% 
1.17 
(1.55) 
13% 
.78  
(1.50) 
8.66% 
1.05  
(.87) 
35% 
.17  
(.64) 
2.83% 
.18  
(.46) 
6% 
Researcher 
Means 
304 
(4.40) 
306 
(4.43) 
70 
(1.01) 
38 
(.55) 
11 
(.15) 
2 
(.02) 
1 
(.01) 
Rank order 
Males 
Teacher 1 4 5 3 2 7 6 
Researcher 1 2 3 4 5 6 7 
Rank order 
Females 
Teacher 2 3 4 5 1 7 6 
Researcher 2 1 3 4 5 6 7 
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Figure 3.4 Data from Table 3.7 
 
Figure 3.5 Data from Table 3.7 
 
 Considering the total ranking for all the problems in behaviour as shown in 
Figure 3.6, it was found that Outside Classroom was the most important problem 
according to teachers, while the researcher rated Talking as the biggest problem.  
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Figure 3.6 Researcher frequencies and teacher percentage data from Table 3.5 
 
 3.3.3 Relationships between educational achievement and behavioural 
 problems 
 
 Relationships between educational achievement and behavioural problems in 
school children were investigated and to test for significant relationships, partial 
correlations were tested between the scores on the parent questionnaire on the 
behavioural ratings and the numeracy/literacy measures while controlling for the 
child’s sex and grade. The results of these partial correlations involving the parents 
are presented in Table 3.8.  
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Table 3.8 Partial correlations (controlling for grade and sex) between the 
literacy/numeracy measures and the parent questionnaire results. Bold text indicates 
significant correlations across achievement measures, while italics indicate marginally 
significant effects 
 Reading 
Comprehension 
Spelling Mathematics 
total 
AHQA Parent 
Inattention 
Correlation -0.16 -0.17 -0.18 
p-value  0.093 0.072 0.055 
AHQA Parent 
Hyperactivity 
Correlation -0.01 -0.02 -0.15 
p-value  0.901 0.817 0.108 
SDQ Parent: 
Hyperactivity 
Correlation -0.22 -0.20 -0.28 
p-value 0.014 0.032 0.002 
SDQ Parent: 
Emotional  
Correlation -0.08 -0.10 -0.16 
p-value  0.388 0.331 0.088 
SDQ Parent: 
Conduct  
Correlation -0.10 -0.12 -0.13 
p-value  0.30 0.212 0.161 
SDQ Parent: 
Peer problems 
Correlation -0.02 -0.12 -0.05 
p-value  0.857 0.206 0.626 
SDQ Parent: 
Pro-social 
Correlation -0.11 -0.02 -0.11 
p-value 0.219 0.855 0.232 
df for all 117 117 117 
 
 For reading comprehension, there was a significant relationship with 
Hyperactivity in the SDQ Parent (r = -.22 and p = .014) but not with other 
behavioural problems.  For mathematics in total, there was a significant relationship 
with Hyperactivity in the SDQ Parent (r = -.28 and p = .002) but not with other 
behavioural problems. For spelling, there was a significant relationship with 
Hyperactivity in the SDQ Parent (r = -.20 and p = .032), but not with other 
behavioural problems.  
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 The results of partial correlations involving the teachers are presented in Table 
3.9. For reading comprehension, there was a significant relationship with 
Hyperactivity in SDQ Teacher (r = -.22 and p = .006); Peer Problems in SDQ Teacher 
(r = -.17 and p = .036) and Inattention in AHQA Teacher (r = -.25 and p = .002), but 
not with other behavioural problems. For mathematics in total, there was a significant 
relationship with Hyperactivity in SDQ Teacher (r = -.27 and p = .001), Significance 
was also found for Inattention in AHQA Teacher (r = -.39 and p < .001), for Conduct 
in SDQ Teacher (r = -.17 and p = .037) and for Peer Problems in SDQ Teacher (r = -
.18 and p = .03), but not for other behavioural problems. For spelling, there was a 
significant relationship with Hyperactivity in SDQ Teacher (r = -.25 and p = .002) 
and Inattention in AHQA Teacher (r = -.32 and p < .001), but not for other 
behavioural problems. 
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Table 3.9 Partial correlations (controlling for grade and sex) between the 
literacy/numeracy measures and the teacher questionnaire results. Bold text indicates 
significant correlations across achievement measures, while italics indicate marginally 
significant effects 
 Reading 
Comprehension 
Spelling Mathematics 
total 
AHQA Teacher: 
Inattention 
Correlation -0.25 -0.32 -0.39 
p-value .002 .000 .000 
AHQA Teacher: 
Hyperactivity 
Correlation 0.07  0.02 -0.07 
p-value 0.366 0.846 0.411 
SDQ Teacher: 
Hyperactivity 
Correlation -0.22  -0.25 -0.27 
p-value 0.006 0.002 0.001 
SDQ Teacher: Emotional  Correlation -0.08 -0.06 -0.13 
p-value 0.338 0.461 0.125 
SDQ Teacher: Conduct  Correlation -0.02  -0.07 -0.17 
p-value 0.769 0.428 0.037 
SDQ Teacher: Peer 
problems 
Correlation -0.17  -0.16 -0.18 
p-value 0.036 0.054 0.03 
SDQ Teacher: Pro-social Correlation 0.05 0.06 0.10 
p-value 0.511 0.433 0.21 
df for all 149 149 149 
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3.4 Discussion 
 Based on systemic theory, which explores multiple influences and causes 
within the ‘ecological system’ in which development occurs (Bronfenbrenner, 1994), 
the aim of this study was to identify any associations that may exist between 
problems in behaviour and the educational achievement of children attending fourth 
and fifth grades of two primary schools in Kuwait. Academic achievement was 
measured using the scores for mathematics tests, reading comprehension and a 
dictation test for spelling. The study also collected information on the behaviour of 
the students using AHQA, SDQ and an observation checklist that involved teachers 
and the researcher in gathering these data. Obtaining data on both academic 
achievement and behavioural problems enabled Study 1 to determine in what ways 
the educational achievement of school children in Kuwait may be associated with 
problems in their behaviour. 
 In line with systemic theory and approaches, furthermore, the study has sought 
to position the behaviour of children within the values and opinions of as wide a 
number of reference points as possible, for example teachers, parents, the researcher, 
the schools, grades and gender. This systemic theory approach was in part guided by 
the work of others, for example Bronfenbrenner (1994) and Mooij and Smeets 
(2009), the latter of whom argued that while schools may provide an adequate socio-
emotional environment and commonly provide a system for detecting emotional and 
behavioural difficulties, they often lack didactic-pedagogical and integrative 
structures that can be addressed by a systemic and inclusive approach that includes 
other stakeholder groups. A further influence was the work of those such as Maras 
and Kutnick (1999) who contend that the views of teachers may not be fully informed 
and tend to lack a focus on individual students  and, through this, they often pay too 
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little attention to emotional and relational needs as well as the social structures of 
student lives. From this it was anticipated that there would be significant differences 
in the evaluations of the participating groups and between their evaluations within the 
educational systems, and this was indeed the case. This final section of the study 
analyses and discusses the results found in terms of their relative importance and 
meaning and in terms of the findings between different groups. 
 As has been noted above (see previous section), the results from Study 1 show 
some discrepancies between parent, teacher and researcher ratings. It is relevant to 
briefly summarise these before considering the importance of the differences as well 
the similarities. There were significant differences between teachers and parents in 
the AHQA questionnaires in the areas of inattention and hyperactivity and between 
emotional, conduct problems and being pro-social in the SDQ questionnaire. Students 
in the fifth grade overall had more positive behavioural ratings in the tests than those 
in fourth grade and in behavioural areas other than relating to peers, those in fifth 
grade had lower scores (higher in the pro-social measure, which indicated more 
positive behaviour) than those in fourth grade (with the exception that teachers but 
not parents rated peer problems as being higher in the fourth than the fifth grade). 
The differences between the observations of teachers and the researcher were that the 
researcher rated Talking, Hyperactivity and School Rules as the main problems for 
male students while teachers rated Talking, Outside Classroom and Aggressive 
Behaviour as the main problems for the same group. For females, the researcher rated 
Hyperactivity, Talking and School Rules, while teachers rated Outside Classroom, 
Talking and Hyperactivity as the main problems. The reported gender differences 
indicated that the main behavioural problems for boys were Aggressive Behaviour, 
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Impolite Language and Taking Things while for girls the main problem was 
behaviour outside of the classroom. 
 Thus, for the AHQA and the SDQ questionnaires there were significant 
differences between the evaluations of parents and teachers in the behavioural areas 
of Inattention, Hyperactivity, Emotional, Conduct and in being Pro-Social, with the 
parent scores being consistently higher than those of teachers. This is supported by 
the findings of other research within the arena of systemic theory, for example by 
Maras and Kutnick (1999). These differences can first be considered at a general 
level and one possibility is that the attention and care given to children by teachers is 
narrower and more focused on educational needs, while that of parents is within a 
wider context of well-being, as was found by other researchers, for example Mooij 
and Smeets (2009, p. 613), who found that mainstream schools “do not usually 
recognise or design systematically differentiating instructional and learning 
characteristics that would benefit both pupils with EBD and teachers alike” and Fauth 
and Thompson (2009), who found that parent reports and observation are important 
aspects in defining the wellbeing of children. Another potentially important 
possibility is that teachers are able to make much wider comparisons within a 
relatively large peer group of children of the same gender who are of a similar age, 
while parents will have less of a relative and more of an absolute perspective – they 
may identify traits in their children that they have few, if any, comparators for them 
with, other than, potentially, siblings of different ages and friends. On the other hand, 
a parent is also more likely, it can be argued, to have more concerns about social and 
emotional issues than teachers; parents in this sense will have a more nuanced view 
of the social behaviour of their child.  
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 The implications of a systemic approach can be further discussed and it is 
posited that general factors and influences will be likely to affect the more specific 
areas of behaviour identified in the questionnaires; for example, if a child is lacking 
attention in school this may be because there are unknown factors causing them to 
withdraw from involvement which does not exist within their homes, a finding that is 
supported by work such as that of Gutman and Vorhaus (2012). In this sense, a 
constructivist learning environment may suit most but not all children. It is also quite 
likely that some children have mild forms of Attention Deficit Disorder (ADD), 
which is not at a level where diagnosis tests are applicable but nevertheless is 
manifest. The same may be true of hyperactivity and some level of attention deficit 
hyperactivity disorder (ADHD). It may again be posited with regard to conduct and 
to being pro-social that the perceptions of the teacher will be based more in relativity 
and their experience of teaching many children of a similar age and of the same 
gender, while that of the parent will be more absolute and more concerned about their 
individual child, as found by Maras and Kutnick (1999). 
 The discussion concerning significant differences between the perceptions and 
evaluations of teachers and parents leads to a consideration of the effects that these 
have on the value of the results obtained. This may be seen as a necessary element 
within the systemic approach that underpins this study and several key points 
emerged from the results in this area, one being the relatively low score for teachers 
with regard to reliability in SDQ (see footnote 3). There are several possible reasons 
for this, including a combination of them. For example, the poor level of reliability is 
likely to be reflective of a low level of consistency in teacher responses to individual 
items, alongside a prepondency among a majority (but not all) to provide 
conservative estimates of behaviour. However, while reliability scores may be seen as 
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a weakness, they do not obscure the fact that a number of significant relationships 
were found between the observations concerning behaviour and the three educational 
test results. Indeed, while the teacher results from the questionnaires showed that 
hyperactivity, inattention and peer problems were related to reading comprehension, 
hyperactivity, inattention, conduct and peer problems to mathematics and 
hyperactivity and inattention to spelling, there was found to be only one statistically 
significant relationship between the evaluations of behavioural problems by parents 
and the three tested subjects (mathematics, reading comprehension and spelling). 
This concerned SDQ hyperactivity, which was significant in all three tested academic 
subject areas. The potential reasons for this have been discussed at length earlier 
within this section of the study but in summary it may be argued that a teacher has 
access to a wider range of information and observations of children within an 
educational environment than parents. As a result they will be able to evaluate 
children relative to those in the existing class and other classes of this age group that 
the teacher has taught. Thus, teachers are in a good position to access a wide range of 
information concerning their students, which is supported within the relevant 
literature, for example by Maxwell (2001). It can also be posited that teachers may 
focus their attention on behaviour that they deem likely to affect learning (which 
would explain the significant relationships found between teacher scores and 
educational attainment that were lacking in all but one of the parent scores), while 
parents were more concerned with behaviour in a wider context. 
 While the finding that children in fifth grade tended to perform better in terms 
of behaviour and academic attainment than those in fourth grade is not an 
unanticipated nor particularly interesting result in itself, it is of interest to note that 
the scores for AHQA for both parents and teachers concerning inattention and 
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hyperactivity all reduced between grades 4 and 5 and that the same was true for many 
of the scores in the more wide-ranging SDQ measures for both parents and teachers, 
with the exceptions being factors related to peer problems as reported by parents (but 
not teachers). Although some differences were greater than others, the fact that the 
behavioural scores generally for both parents and teachers were higher (lower for 
pro-social) for Grade 4 than Grade 5 suggests that as the students cognitively 
developed over the two periods, they were better able to improve some of the 
behavioural problems that had been identified as being potential barriers to learning. 
This may, to an extent, be aligned with the experience and range of students that 
teachers are involved with and the evaluations made by them – the knowledge that 
Grade 4 children will mature as they move into and across Grade 5 may lead to 
teachers giving lower scores for behavioural problems (because they are aware that 
these will reduce on their own accord over time and with cognitive development). 
With regard to the more social aspects concerned with individual identity and 
relationships and friendships, these were also, as noted, less of a problem in Grade 5 
(see Table 3.1 above – higher scores indicate higher levels of considerate behaviour, 
being more aware of the feelings of others etc.). 
 The rationale for using both teacher observations and researcher observations 
was based on the notion that the teachers were able to observe the individual students, 
which may be seen as a strength which this group has within systemic theory. This 
strength is balanced by potential weaknesses in other areas, which provides support 
for the holistic approach within the theory (Maras & Kutnick, 1999; Mooij & Smeets, 
2009). Hence, this enables comparisons to be made across the various classes with 
respect to the individuals and to be assessed in relation to academic measures. 
Teacher observation could also enable understanding of the opinions of the teachers 
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about the behaviours of the students in classes. On the other hand, researcher 
observations were also vital for a number of reasons. In the first place, the findings of 
the researcher observations could be used to complement those of the teachers and 
enable an accurate understanding of the actual behaviours of the students when 
comparisons are made (Gwernan-Jones & Burden, 2010). Hence researcher 
observations helped in pointing out the problem behaviour as well its manifestation. 
 The fact, however, that these observations between teachers and researchers 
were considerably different warrants some attention. The differences, as noted above, 
were that the researcher rated Talking, Hyperactivity and School Rules as the main 
problems for male students while teachers rated Talking, Outside Classroom and 
Aggressive Behaviour as the main problems for the same group. There are several 
points that can be made with regard to these findings - on one hand, for example, it 
may be expected that based on their professionalism and knowledge of the students, 
teachers would be best equipped to judge the extent to which behavioural problems 
existed among students within their classrooms; on the other hand, there may be 
conscious or sub-conscious resistance to evaluate too strongly because a teacher will 
be aware that a part of classroom success will be seen as being their responsibility, 
which may also explain the relatively low level of scores. The different levels of such 
an influence, furthermore, could explain the wide differences in teachers’ reporting. 
When the areas of evaluation are considered, furthermore, such as Talking, 
Hyperactivity, Breaking School Rules, Aggressive Behaviour, Distractions outside of 
the Classroom, Impolite language and Taking Things, it may be argued that the 
researcher provided an objective view that has far less, if any, potentially 
confounding influences and which suggests that these observations may be seen as 
being more reliable. Although there is a paucity of literature directly relating to 
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researcher observations, there is a considerable one that supports the use of objective 
observations by individuals that are external to the classroom, for example Coe, 
Aloisi, Higgins and Major (2014, p. 25), who describe the theoretical principles of 
observation as being “uncontroversial.” 
 It is clear that this aspect of the study design may be criticised but, when faced 
with choices, some have to be made. One reason why the observation checklists for 
teachers and the researcher used different scales is because each side of the 
observation equation had different levels of knowledge in terms of classroom 
behaviour and judgments had to be made with speed. Thus, it was considered to be a 
reasonable expectation that a teacher may be able to evaluate the level of a 
behavioural trait because teachers have knowledge and training in classroom 
management, alongside experience often gained over many years. The researcher was 
in no such position but he had received sufficient training and had sufficient 
knowledge to identify and classify behavioural incidents. A further potential criticism 
that carries little or no weight when it considered at any more than a surface level is 
that teacher observations were based on individual children while those of the 
researcher were based on classes as a whole. The teachers observed the behaviour of 
a child and assigned a level to that behaviour as well as noting it. The researcher 
observed the behaviour of a child and noted it. The only difference is that the one 
(teachers) had levels of each incidence, while the researcher recorded the number of 
incidents, which meant that the former could be statistically analysed while the latter 
could not. However, the contention remains that both were based on observations of 
individual children – for the researcher observations the children were in groups but 
in order that behaviour could be evaluated, the researcher had to be observant of 
individual children within the group. However, the potential for bias existed in the 
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researcher observations as he had an interest in the study results. The nature of the 
data, furthermore, and as noted, meant that reliability tests could not be conducted. 
On the other hand, differences between different types of observations are a feature 
of fieldwork and the researcher observations were strengthened by observing each 
class on four separate occasions.  
 Nevertheless, it is clearly not possible to assign ‘correct’ or ‘incorrect’ to 
either teachers or the researcher in this regard, in the same way that it is not possible 
to do so for the differences between parents and teachers. However, a combination of 
factors that include a poor reliability score for teacher SDQ and problems with 
assessment in a class setting supports the inclusion of a systemic approach that 
includes the views of other important groups. Further support for this view comes 
from a possibility that the teachers may have introduced bias since they personally 
know the background and behaviour of the school children assessed before 
involvement in the observation. On the other hand, the taking of such a systemic 
approach also highlights the fact that there are important areas where there was 
significance for both groups (teachers and parents), for example in finding 
meaningful associations between the academic results and areas such as hyperactivity 
and inattention. One final point that can be made is that if there are differences 
between teacher ratings based on their varying levels of familiarity with students,  
asking them to rate familiarity may be worthwhile in future studies. Therefore, the 
findings of this Study inform the considerations for Study 2 and in the Observation 
Checklist for Teachers, a question added is “How familiar are you with the student?” 
 In a similar vein, it is of interest to note the differences in behaviour between 
the two gender-separated school groups. However, there are a number of reasons to 
reserve judgment on this. One important one is the fact that these are two distinct 
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settings and that the fact of separating boys and girls will be likely to produce 
gendered and even gender-stereotyped environments. This is particularly likely to be 
so when the cultural setting is one that anticipates different types and levels of 
behaviour for boys and girls. Fundamentally, there are many potential reasons for 
differing behaviour and the nature of this study does not lend itself to anything more 
than speculations as to the reasons. Cultural differences that may lead to different 
expectations for Kuwaiti children as a whole have been discussed (see Chapter 2), for 
example that high levels of deference and respect are expected and that genders are 
not only separated but are also effectively not allowed to socialise. For girls, the fact 
of being within a collectivist society in Kuwait means that homogenous groups of 
females are likely to exist where the expectations for the group are that they are not 
expected to speak out, or out of turn, that they display socially anticipated feminine 
traits such as not being aggressive, not being loud and generally keeping their 
opinions and judgments to themselves, or within their formed groups. 
 While it is acknowledged, furthermore, that it is necessary to have some 
statistical cut-off point of significance, the implication from such that anything at or 
below p .05 is significant, and anything above is not, can and should be questioned. 
The p value is fundamentally an indication of the chances of the result being a 
random event , which is not a measure of ‘right’ or ‘wrong’ (Goodman, 2008) and it 
is important to take account of other factors such as subject area and effect size. As 
Schuele and Justice (2006) point out, statistical significance does not necessarily 
mean practical significance. Thus, while significance has been reported and is central 
to the above discussion, it is against a background belief that other results, for 
example descriptive statistics, should not be overlooked or assigned relatively less 
importance. 
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 A number of important conclusions can be drawn from Study 1. One is that 
the study provided strong justification and support for the systemic approach adopted. 
Another is that the findings seem to be highly consistent with previous Kuwaiti data 
using the same sort of measures (Everatt et al., 2011). There is, furthermore, a lack of 
overlap between the teachers’ rating of classroom behaviour problems and 
observations of the researcher, which supports inconsistencies in ratings reported 
before in similar studies (Fawcett, 2004; Hill & Chao, 2009). In this sense, it is held 
that the inclusion of parent data contributes towards providing a new perspective and 
understanding of the issues because the parents have a wider perspective on their 
children and in some respects understand them better, despite the potential 
disadvantage of having far fewer points of comparison and therefore being less able 
to report in a relative sense. It is also a possibility that parental attitudes towards 
gender may be perceived differently in a home environment compared with a school 
one; for example, fifth grade girls may be expected to be more quiet and responsible 
and thus active girls may be viewed as having a hyperactivity problem, while 
similarly active boys may not. There may be numerous nuances that may affect these 
parental attitudes but they are likely to revolve around some key factors regarding 
gender roles that permeate society. For example, that the role of girls is often seen to 
be towards a future marriage where they must be acceptable in terms of the lives they 
have led and in how they behave. The fact of being prepared for a future marriage 
also means that parents may be less interested in the educational attainment of girls 
and more interested in ensuring that their behaviour conforms with interpreted norms. 
The possibility exists within relatively homogenous tribal groups and even national 
culture that such attitudes affect teacher approaches to behavioural expectations for 
girls in contrast to that of boys. 
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 The differences in problem behaviour as reported between grades 4 and 5 have 
also provided an interesting insight into the importance of cognitive development with 
regard to the classroom and the lessening of potential disruption for example with 
regard to higher levels of pro-social understanding in Grade 5 compared with Grade 4.  
 Fundamentally, the data from Study 1 have provided a basis against which to 
consider the relationship between behaviour and academic achievement in Kuwait 
primary schools. The schools chosen for Study 1 were selected so as to avoid being 
atypical of schools in Kuwait, at least as far as possible within the context of the 
research and the educational information available in the country. The fact that the 
area was chosen to be similar to Kuwait as a whole means that these data should 
provide a guide for relationships against which to compare the results of the studies 
that follow. As well as also considering associations between behaviour and 
educational attainment, Study 2 also considers specifically selected schools. One set 
of schools was chosen because they have taken part in the inclusion project and have 
shown evidence of improved inclusive practices. A second set of schools was chosen 
as they are a match with the first set as far as possible in terms of school population 
and information available. The sum of this means that areas and schools chosen may 
be less typical of the rest of Kuwait and hence a consideration of data from Study 1 
with that from Study 2 will provide a more comprehensive picture of the relationship 
between behaviour and academic achievement. Study 2 also involved exploring 
interventions, where teacher training is considered as being a means of promoting 
inclusive practices and as a key strategy for reducing behavioural problems in 
students.  
 The same processes and systemic approach as in Study 1 are used for 
collecting data from children, teachers and parents of the children in Study 2. Based 
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on these initial data, the possibility exists that Study 2, compared to non-inclusion 
area data, will reveal lower researcher observation incidents of behaviour problems, 
better educational levels of mathematics and literacy, and more consistency between 
teacher and researcher observation because it involves inclusion practices. The 
findings of Study 1 help to suggest the best possible ways that Study 2 could be used 
to assess how learning in schools may be developed; for example by finding 
associations between some important behavioural traits and educational attainment 
and in considering how data from a number of groups may most usefully be 
interpreted. The findings are vital for an understanding of the conditions leading to 
problems in behaviour and poor academic achievement that occur concurrently within 
the student population (Ross-Hill, 2009). Therefore, appropriate programmes that can 
mitigate such conditions may be developed and used in this context and as further 
assessed in Study 2. Furthermore, the revelations in Study 1 of a relationship between 
academic achievement and behavioural problems among school children form the 
motivation and justification for conducting Study 2.  
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Chapter 4: Study 2 
Contrasting control and inclusions schools in Kuwait primary schools 
4.1 Introduction 
 Study 1 of this thesis considered the relationships between the behavioural 
problems of children and their educational achievements. As a systemic approach was 
used, children’s behaviour was evaluated in the context of different perspectives 
within the system, namely parents and teachers as well as the observations of the 
researcher. The results of the study supported a number of propositions, which were 
that there would be relationships between reported behavioural problems and 
educational achievement, but that there would also be differences in the reporting of 
the behaviour by the stakeholder groups both in the extent of the problems and in the 
areas of most concern. This study, Study 2, had the fundamental aims of determining 
whether the relationship between behaviour and academic achievement might be 
different between schools that had been inclusion trained and those that had not and to 
extend Study 1 findings by exploring associations between behaviour and academic 
achievement through these two contexts (where inclusion training had and had not 
been undertaken). From this, the relationship between indicators of behaviour and 
measures of educational achievement found in Study 1 may be given additional 
veracity as well as being viewed through alternative lenses. Thus, there are 
considerable benefits to be gained in following a similar path, and to the employment 
of similar approaches as were used in Study 1 in this, Study 2. A further relevant 
point, supported by the results of Study 1, is made by Mooij and Smeets (2009), who 
found that problems vary between children in different grades. Thus, it is important to 
study differences in behaviour between grades (and other factors such as gender), 
rather than aggregating across these differences. Indeed, this factor was a strong 
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motivating force in the approaches and methods adopted in this study, as well as in 
Study 1. 
 As noted in previous chapters, the Ministry of Education of Kuwait has 
initiated and implemented a grass roots project that is usually referred to as ‘the 
inclusion programme’ through which primary school teachers are trained and schools 
are given additional resources. The programme has been briefly outlined in Chapter 1 
but its centrality to this chapter warrants a further and more detailed consideration of 
it. The central belief underpinning the inclusion programme is that the measures 
introduced will improve teaching standards and children will be in a more conducive 
learning environment. As a result, the overall performance of these schools will 
increase (Aldaihani, 2010). Inclusion programme training involved improving the 
ability of teachers to engage with children in classrooms where issues based on 
learning needs and/or behaviour problems exist. Study 2 investigated the potential of 
this aspect of such training to moderate behavioural problems in schools.  
 The focus of the inclusion programme project involves increasing awareness 
and understanding of learning disabilities as well as training teachers and 
implementing evidence-based practice. Part of the inclusion training has involved 
improving the ability of teachers to manage classrooms comprising children with 
diverse learning needs, including those with behaviour problems that may be classed 
as special educational needs (SEN). The training operates according to a UK-based 
framework and also includes those children with disruptive behaviours that may not 
be classed as problematic or SEN in a UK context, but who are seen as a problem for 
classroom management in Kuwait. In a general sense, for example, reading and 
writing problems associated with dyslexia may be classed as SEN. In contrast, when a 
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child is restless, not paying attention, or even being disruptive, such factors may be 
viewed as behavioural problems. 
 The part of the inclusion project that this study is concerned with involved 
only one of the six educational areas of Kuwait and this part of the project ended in 
June 2013, with data for Study 2 being collected in September 2013. Teachers in 
schools that were in the inclusion project were taught how to reduce problem 
behaviour. Teachers in schools that did not undergo such training were not given 
training in this type of classroom management techniques. The latter group of 
teachers were disadvantaged because additional training on problem behaviour is not 
typically part of normal teacher training within the Kuwait education system. Study 2 
had an opportunity to contribute to our understanding of the relationship between 
problem behaviour and academic achievement in Kuwait primary schools by 
contrasting inclusion and control schools and thereby assessed the potential influence 
that this kind of training (in special needs and classroom management techniques) 
may have. 
 Study 1 found that despite some inconsistencies between perceptions of the 
relative importance of behaviour in terms of disrupting the learning processes 
reported by different groups and individuals (teachers, parents and the researcher), 
there was an association between poor academic achievement and behaviour. In this 
regard, Study 2 involved assessing the impact and implications of teacher training 
programmes as an intervention to promote inclusive practices and strategies for 
reducing behavioural problems among students using quasi-experimental methods. In 
this study (Study 2), the inclusion schools received the intervention while the control 
schools did not. The inclusion schools and control schools were then compared to 
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determine whether there were differences in negative behaviours and literacy and 
numeracy levels.   
 However, while the potential value of this study can be relatively easily 
presented, it is also important, as it was in Study 1, to discuss a part of the literature 
that cautions against some potentially confounding factors. For example, Woolfolk 
(2001) notes that behavioural theory focuses on what can be observed in the 
behaviour of an individual after stimuli are introduced; consequently, there is more 
interest in inducing the desired responses. This confound suggests the possibility that 
factors may be in place which blur the potential objectivity of some studies. Gwernan-
Jones and Burden (2010) argue that behaviour can indeed be influenced by events 
within the environment where behaviour occurs. The fact, for example, of being 
observed, may be a contributory factor to the outcome. 
  Further factors that may influence the extent of behavioural problems include 
educational conditions such as the social-emotional and instructional environment, 
intervention and detection systems, and support that schools and teachers receive.  In 
terms of psychodynamic theory, and as proposed by Ormrod (2012), lifestyles are 
influenced by early experiences, which suggests that the relationships students have 
may influence their current as well as future behaviour. It also strongly suggests that 
the adoption and application of systemic theory has the potential to capture such 
factors because observations come from different angles and in terms of different (and 
longer in the case of parents) viewpoints of interactions with children. 
 The questions that these observations raise include how relatively important 
such points may be in terms of contributing to or potentially confounding the work 
and how they may be accounted for within a study such as this. One potential answer 
is that the extent to which the factors described may exist can be optimally reduced 
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through the rigour of the approaches and methods employed. In this sense, not only 
are the comparators important but also the adherence to systemic theory. This is 
important because key groups with an interest and influence on behaviour are 
accounted for. These factors, it is argued, are most likely to bring the study closest to 
the ontological realities and epistemological truths (knowledge) that exist. 
 In this sense, and in the opinion of Sanders (2006) for example, numerous 
facets including self-efficacy, educational skills, levels of care, interactions with 
teachers and schools and attitudes towards behaviour, contribute to the importance of 
parents with regard to helping their children to learn and these, in turn, can influence 
educational achievement as well as discipline in the school environment. Thus, the 
behaviour of students in school is affected by the environment that they are brought 
up in. In addition, the involvement of parents in homework in terms of leadership and 
orientation as well as supervision has been found to be essential in the educational 
attainment of students (Carter, 2002; Eccles, 2004). Furthermore, Ingram et al. (2007) 
reported that the involvement of parents in students’ learning activities has a 
significant impact on mathematics and reading scores. Other studies, such as those by 
Van Voorhis (2003) and Seginer (2006), additionally conclude that parent 
involvement at home, particularly child-parent discussion, seems to have an impact on 
educational achievement and on the behaviour of students. Thus, the role of parents 
was considered to be an important factor in terms of systemic theory and is an 
important aspect of parental views and evaluations in Study 2.  
In a similar vein, the role of teachers is critical in terms of understanding and 
therefore being able to reduce the levels of disruption to learning. This, it is argued, is 
particularly likely to be true in schools where the teachers have received appropriate 
levels of training that can be applied across the grades of children studied as they 
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progress through their schools. Such a contention is strongly supported in the 
literature; for example, Mooij and Smeets (2009) make the point that while the school 
context is very important with regard to emotional and behavioural problems, there 
are a range of views across the teaching profession which may influence the extent 
and nature of these problems, as discussed in greater detail in Chapter 2. The 
importance of teachers and the type and level of special training they receive is also 
brought sharply into focus by Meijer (2001), who draws attention to a range of 
findings which suggest that teachers in mainstream education find dealing with the 
needs of children with emotional and behavioural problems most difficult, more so 
than those that have learning difficulties or sensory and perception challenges. 
Furthermore, teachers tend to show least tolerance towards SEBD compared with 
other issues (Mooij & Smeets, 2009). Thus, the role of teachers is pivotal and, based 
on these observations, so too is the extent and level of their training and attitudes in 
the field of SEBD, as discussed in Chapter 2. 
 Apart from the application and use of systemic theory, and within that the 
roles of parents and teachers, further factors can be considered and these include 
gender and culture. For example, one reason for studying students in grades 4 and 5 in 
both Study 1 and Study 2 is because students are within a developmental stage that 
can particularly influence behaviour (see Chapter 2). As can be recalled from a 
discussion in Study 1, children within the age group that covers grades 4 and 5 are in 
a transition period between primary and middle school and this is likely to bring 
higher levels of stress that may manifest in problem behaviour (Eccles, 1999). Within 
a US context, Ruble and Martin (1998) make the point that in these grades (4
th
 Grade 
aged 9-10; 5
th
 Grade aged 10-11), there are more girls who dress like women, while 
some girls dress and look like children; on the other hand, there are boys who have no 
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changes in their bodies. Study 1 can again be referred to and the findings from 
Gutman and Midgley (2000) that problems faced by teenagers often have their roots 
in earlier periods of development, a finding that is supported by Sameroff and Haith 
(1996) and The Government of New South Wales (2014). Variations in students’ 
physical and mental maturity as well as the transitory nature of grades 4 and 5 make 
social interactions very complicated in the classroom and more negative behaviours 
are reported (Burt, Resnick, & Novick, 1998). As has been noted, furthermore, the 
cultural tradition in Kuwait is to separate genders in the school system, to the extent 
of having separate girls and boys schools. The effect of such an approach may 
potentially have positive as well as negative impacts on behaviour and the learning 
environment, but the fact of being a stage where children are at different levels of 
maturation is not decreased by this cultural factor. 
 With further regard to gender and gendered differences, numerous studies 
highlight differences in behaviour between boys and girls, as noted for example by 
Yuksel (2013), a factor that again may be moderated by the fact of having separate 
schools in Kuwait, but which does not mean that the differences do not continue to 
exist, as was found from the results of Study 1. These findings generally confirmed 
many of those within the literature, for example it is noted in reports by The 
Government of New South Wales (2014) that boys have a higher rating on 
aggressiveness at all school grades compared to girls. In essence, the boys have a 
different type of aggression from girls in that girls express an indirect and verbal 
aggression such as alienation or defamation, although it is important to note that the 
differences between the types of aggression have been found not to be comparable – 
indirect aggression in girls is much closer to that of boys than differences in direct 
aggression between the genders (Hayes, 2007). Unfortunately, a lack of literature 
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makes definitive statements on these issues with regard to a Kuwaiti cultural context 
impossible; nevertheless, these indications were important in the development of the 
research questions for Study 2 and in validating findings on the problems in behaviour 
among boys and girls. Similarly, a study by Ross-Hill (2009) also revealed that 
behavioural problems among children tend to be higher among boys because they are 
more aggressive than girls. 
 These and other influences mean that students in grades 4 and 5 generally will 
be experiencing environmental changes such as increased competition, self-
assessment and increased social comparison as they prepare to move to middle school 
and towards a point when they focus more on themselves as individuals rather than on 
their surroundings and environment (Harter, 1998). This means that there are likely to 
be differences in behaviour not only between individuals and between boys and girls 
but also across grades. This point was supported by the results of Study 1, where it 
was found that scores related to behaviour consistently improved in Grade 5 
compared with Grade 4, albeit that not all of the main effects were statistically 
significant. 
 These points and these challenges provide a compelling justification not only 
for Study 2 but also so for the rigorous and systemic approaches adopted in it. Studies 
on inclusive education, such as that undertaken by Brown (2005), report that teachers 
should support children with special needs and learning disabilities to help them 
improve their performance. In order to do this adequately, training is needed that 
properly guides and teaches other children as well as for those with SEN. However, 
the effectiveness of such training will remain an open question until it is adequately 
tested. Thus, this study, Study 2, aimed to assess whether the inclusion project and 
perceived best practices in classroom management would be reflected in behavioural 
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and learning environments. Academic achievement was determined by mathematics 
and literacy test scores as employed in Study 1. The diagram below, Figure 4.1, 
depicts the procedures followed. 
 Although Figure 4.1 (below) provides an overview of the study, it is relevant 
to also provide some more details in order that it can be seen in a more specific 
context. The research included four schools that were part of an inclusion project in 
Kuwait. This project was conducted over three years, between September 2010 and 
June 2013, and included all 28 primary schools (13 male schools and 15 female 
schools) in one education authority area in Kuwait. As noted in Chapter 1, the training 
of teachers involved a group of staff from one Kuwaiti special school working with 
and among teachers in mainstream primary schools in one educational district of 
Kuwait. The special school staff provided training in, and awareness of, inclusive 
educational practices, classroom management and learning disabilities (LD). Specific 
features of the training activities included mainstream teachers being able to witness 
special school staff demonstrate strategies useful in terms of supporting the learning 
of children with LD. The project focused mainly on the inclusion of children with LD 
and, therefore, much of it revolved around the subjects of literacy (the acquisition of 
reading and writing in Arabic and English) and mathematics. The project involved 
three successive phases and at each phase learning how to deal with problem 
behaviour was central to the training and assessments. In the first year, the schools 
were visited and teachers, as well as the administration staff, were given information 
on how to support children with special needs and learning disabilities in their 
classrooms. During the second year, teachers were trained in dealing with students 
with learning difficulties and with best practice in classroom management. In the third 
year, the training process was finalised and the evaluation process took place. These 
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aspects of the project meant that all of the students in grades 4 and 5 of the inclusion 
schools had the benefit of being taught for three years by inclusion trained teachers 
but it also de facto meant that those in Grade 5 had received one extra year of being 
taught by teachers that had not been inclusion trained because the project was 
introduced at the same time for both grades. 
 As part of the work, each school was visited at least ten times. Two teams 
were responsible for undertaking the project (a local Kuwaiti team and an external 
British team), both of which included experts in the field of education and 
inclusion/LD work. School evaluations included a report for each school by the 
external inclusion experts. Based on this report, the schools were divided, at the 
approximate mid-point of the project, into three categories according to their 
performance. These categories were high inclusion evaluations (10 schools), medium 
inclusion evaluations (9 schools) and low inclusion evaluations (9 schools). These 
indicated the level of inclusive practices presented by the schools. Assessments of 
these inclusion practices, and therefore the categorisation of schools as being ‘high,’ 
‘medium’ or ‘low,’ were based on interviews with school principals and teachers, as 
well as with the examination of school documents and classroom observations after 
the inclusion programme had been instigated. The expert evaluations focused on the 
schools’ level of empathy and understanding, including a supportive management and 
the type of support networks in the school. They also included increased engagement 
with parents and the wider community; fundamentally, a systemic approach was 
adopted. It also considered instructional delivery, teaching methods and the classroom 
processes of teachers within each school. This was done in order to evaluate the level 
of inclusion in classrooms.  
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 Data were collected from teachers and children at primary schools for boys 
and for girls in two areas in Kuwait: the inclusion area, where the inclusion training 
was undertaken, and the control area, in which such training had not been provided. 
The Kuwait education system is based on six education areas. Area 6 (Mubarak Al-
Kabeer Educational Area) was the inclusion area and Area 5 (Al-Ahmadi Educational 
Area) the control (it can be recalled that the schools studied in Study 1 were from 
Area 4 – Hawalli District). The inclusion area was selected by the inclusion project 
workers, mainly based on the extent of a supportive education administration in the 
area. The control area was selected for the current research so as to have a similar 
population to that in the inclusion area. The rationale for assuming similarities in 
demographic populations across the schools was that these two areas used to be one 
area, and were divided into two only a few years before the research began. They are 
geographically next to each other, which is also important given that richer families 
tend to live in the same area and itinerant overseas workers are also congregated into 
specific locations. Fundamentally, bearing in mind that itinerant workers on the one 
hand and richer families on the other tend to be in specific areas, the populations of 
both areas selected have high populations of ‘typical’ Kuwaiti families, and therefore 
relatively low concentrations of either itinerant workers or rich families. Although 
government statistics were not available for the research, the two areas are similar in 
density of population and have similar socio-demographic groups inhabiting them – 
the only reason for dividing the areas into two was the size of the population in the 
original single area, which became too big to administer effectively within one local 
authority. Only Area 6 underwent the inclusion training, meaning that Area 5 provides 
a natural contrast against which to consider comparisons with Area 6. 
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Figure 4.1: Procedures and processes for conducting Study 2
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 4.1.1 Study aims 
 As noted above, the fundamental aim of Study 2 was to determine the effects 
of the inclusion training programme on Kuwait schools – to determine whether:  
1. Negative behaviour was lower in schools that have undergone inclusion training  
2. Educational achievement was higher across a range of subject areas in schools that 
had undergone inclusion training 
3. Inferences can or cannot therefore be drawn concerning relationships between 
students’ behavioural problems and measures of academic achievement 
 These fundamental aims can be extrapolated to show the objectives of the 
study: 
Objective 1 - To explore and understand behavioural issues and problem behaviour in 
school children from existing research, based on available theories and models. 
Objective 2 - To gain an understanding of factors that affect behavioural issues and 
the academic achievement of primary school children from existing research. 
Objective 3 - To observe the behaviour of children in their schools through the use of 
experiments within a field research design. 
Objective 4 - To measure the relationship between behaviour and academic 
achievement in school children with a systemic approach and through questionnaire 
surveys of teachers and parents as well as through observation. 
  These objectives lead, in turn, to the specific research questions for Study 2: 
Research question 1: Based predominantly on descriptive comparisons, to what extent 
do the behavioural traits and academic achievement norms found in Study 1 exist in 
the schools studied in Study 2? 
Research question 2: To what extent do the associations between behaviour and 
educational achievement found in Study 1 exist in the schools studied in Study 2? 
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Research question 3: To what extent can differences in behaviour and educational 
attainment across different categories of schools be associated with the intervention 
(teacher training) in inclusion schools compared with other schools? 
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4.2 Method 
 4.2.1 Participants and design 
 As has been noted (see above – Introduction to this chapter), two areas within 
the state of Kuwait were targeted for the study: one where the inclusion project was 
conducted and a second that was not involved in the inclusion project but was 
otherwise similar. Six primary Kuwaiti government mainstream schools were selected 
from the two areas: 4 inclusion schools and 2 control schools. Children were selected 
from grades 4 and 5, aged 10 to 12 years. Three schools for boys and three for girls 
were targeted to allow for the testing of gender differences. The number of boys and 
girls were different because both attendance and class size differ from one school to 
another. A total of 513 Kuwaiti pupils (288 males and 225 females, 200 fourth graders 
and 313 fifth graders) were tested on measures of literacy and mathematics and the 
vast majority of these students were also assessed on their level of behavioural 
problems via teacher and parent questionnaires. Of the 513 questionnaires distributed 
to teachers and parents, 312 (61%) of AHQA and 314 (61%) of SDQ questionnaires 
were completed and returned by parents and 513 (100%) and 513 (100%) respectively 
by teachers. Of the 513 teacher observation sheets distributed, 513 (100%) were 
completed and returned. From the returned questionnaires, 312 were matched for the 
AHQA and 314 for SDQ analysis. In addition, class-based observations were 
undertaken to assess students’ behaviours in the classrooms in which they were 
studying. These methods are all commensurate with those used in Study 1. 
 In order to be clear and transparent, it can be reiterated that inclusion schools 
were selected based on inclusion project information about them. This information 
ensured that the schools had undergone training and provided an assessment of the 
levels of improvement in attitudes towards students with special needs and more 
BEHAVIOUR AND ACADEMIC ACHIEVEMENT IN KUWAIT PRIMARY 
SCHOOLS   138 
 
 
inclusive school processes; thus, an opportunity existed to sample inclusion practices 
at different levels. Based on these data, four schools were selected from the inclusion 
area: two schools (one for boys and one for girls) from the high inclusion evaluation 
scores group (that is, those in the top ten scoring schools), and two (one for boys and 
one for girls) from the low inclusion evaluation scores group of schools (that is, those 
in the bottom nine scoring schools). The high scoring schools were selected based on 
an agreement to participate and support for the work being obtained from the head of 
the education area and the schools’ principals, ensuring that one school for boys and 
one for girls were included as indicated above. The low scoring schools were then 
selected (again based on agreements being obtained) based on them being matched 
with the high scoring schools on the criteria discussed in the following paragraph. A 
further two schools (one for boys and one for girls) were then selected, this time from 
the control area. Selection of these two control schools was again based on agreement 
to participate from the head of the local education authority and the schools’ 
principals, which ensured that these schools matched the inclusion schools on the 
criteria discussed in the next paragraph. 
 Apart from the above criteria that allowed comparisons between schools with 
differing training backgrounds/data, the six schools were matched in terms of 
pupil/teacher groups and school progression data, with the three schools for girls and 
three for boys being approximately equivalent in size. Based on information available 
at the time of selection (the head of the education area was interviewed about the 
schools selected and school data were also inspected – unfortunately these data could 
not be removed and have therefore not been retained), the schools selected had the 
following features:  
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 almost all of the students in each school were Kuwaitis (80 to 90% of the 
populations in each school)  
 students were from similar social and economic backgrounds  
 the two areas have a similar diversity of students from different tribal 
backgrounds (this can be important because tribal influences can lead to 
differences in cultural responses, as well as create tensions between groups; 
therefore, a mono-tribal school might produce very different findings, 
particularly in terms of the level of misbehaviour observed); and  
 the schools had a similar diversity of teacher backgrounds (a school with all 
Kuwaiti or all non-Kuwaiti teachers might be expected to show very different 
behavioural profiles than a school with a mixed profile of teacher 
backgrounds). 
  In addition to the school demographics, school performance measures were 
also considered to ensure that the schools were as similar as possible. The main 
statistic used in Kuwait to assess school outcomes is progression levels. These are 
based on the proportion of students passing assessments across the whole of the 
standard Kuwaiti government curriculum during a year and moving up to the next 
school level. The six schools were selected to ensure that these academic achievement 
levels were matched as closely as possible. Progression information was taken from 
the school year prior to the year that the study was conducted. That is, in the school 
year 2012/2013 final assessments were held in June 2013 and data for the present 
study were collected between September and November 2013, which is the start of the 
following school year. Note that the children in the current study were in grades 4 and 
5 and the vast majority would have progressed from grades 3 and 4 in the same 
school, given that movement between schools is relatively rare. Pass rates following 
BEHAVIOUR AND ACADEMIC ACHIEVEMENT IN KUWAIT PRIMARY 
SCHOOLS   140 
 
 
re-assessment were about 98 to 100% for all six schools. Even prior to re-
assessments, the schools were similar on assessment pass rates: 91 to 93% for the two 
schools with low inclusion evaluation scores, 95 to 96% for the high inclusion 
evaluation scores schools and 95 to 97% for the control area schools. Pass rates 
indicate the percentage of total students who pass the final exam for the year that they 
are in, while re-assessments includes these students plus those students who failed the 
assessment but subsequently passed a re-sit. These assessments are standard across 
Kuwait and supervisors for each area check for consistency. Given these data and 
general performance levels, there was no reason to assume that any of the schools 
were atypical in terms of the study requirements. Against this background, the present 
study assessed the relationship between behaviour and achievement in Arabic literacy 
and mathematics. 
 The samples and data collection methods used in Study 2 can be found in 
Table 4.1 below. Data were collected from children and teachers, as well as from the 
parents of the children, following the same processes as in Study 1. Also consistent 
with Study 1, school grades 4 and 5 were selected. These are the last grades at 
primary level when high levels of problem behaviour might be expected. Three sets of 
questionnaires were given to the teachers (see Study 1 and Appendices 1 and 2). The 
students performed three academic tests in mathematics, reading comprehension and 
spelling (see Appendices 6, 4 and 5), which is also commensurate with the tests 
administered in Study 1. The parents of students provided opinions concerning their 
children’s behaviour by completing two sets of questionnaires (see Study 1 and 
Appendix 1). The researcher conducted 25 minute in-class observations four times for 
each classroom using the same observation checklist used in Study 1 (see Appendix 
3). Given the power analysis performed for Study 1, the sample size for Study 2 was 
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doubled to allow for comparisons between schools, as well as to maintain the power 
to detect reasonable sized relationships between behaviour and achievement within 
schools. 
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Table 4.1 Samples and data collection methods  
Sample Data Collected 
Schools:  
6 in total 
Inclusion area schools = 4 
-1 Female school with High inclusion 
evaluation scores (FH) 
-1 Male school with High inclusion 
evaluation scores (MH) 
-1 Female school with Low inclusion 
evaluation scores (FL) 
-1 Male school with Low inclusion 
evaluation scores (ML) 
Non-inclusion area schools = 2 
-1 Female school (FN) 
-1 Male school (MN) 
Local government and school information – 
for matched selection processes 
Students: 
Grades 4 and 5 in each school: a total of 513 
children 
1. Reading comprehension, Appendix 4 
2. Spelling Test, Appendix 5 
3. Mathematics Test, Appendix 6 
Classrooms: 
3 classes from the Female High inclusion 
area school 
3 classes from the Female Low inclusion 
area school 
3 classes from the Female non-inclusion 
area school 
4 classes for the Male High inclusion 
area school 
4 classes for the Male Low inclusion 
area school 
3 classes from the Male  non-inclusion 
area school  
1. Researcher Observation Frequencies,  see 
Appendix 3 
Researcher conducted four 25 minutes 
observations for each classroom 
Teachers: 
80 teachers in total  
4 teachers provided data on the children 
in each of the 20 classrooms  
1. Strengths and Difficulties Questionnaire 
(SDQ), see Study 1 
2. Inattention and Hyperactivity 
Questionnaire in Arabic (AHQA), Appendix 
1 
3. Observation Checklist, Appendix 2 
Parents: 
 parents in total 
314 parents for the SDQ Questionnaire 
312 parents for the AHQA Questionnaire 
1. Strengths and Difficulties Questionnaire 
(SDQ), see Study 1 
2. Inattention and Hyperactivity 
Questionnaire in Arabic  (AHQA), Appendix 
1 
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 In each school for boys, two classes from Grade 4 (except in the non-inclusion 
male school where only one class from Grade 4 was assessed due to time restrictions 
in the school), and two classes for Grade 5 were selected. If there were more than two 
classes available in the school at a particular grade level, then the class/classes 
selected were chosen randomly. Given that behaviour problems are less likely among 
girls than boys (Hayes, 2007), fewer classes were sampled in the schools for girls, 
though at least one class per grade level per school was targeted, again selected at 
random. This led to one class per school for Grade 4 and two classes per school for 
Grade 5. The possibility of increased negative experiences in the final grade of 
primary school with regard to peers and pro-social attitudes is indicated by Mooij and 
Smeets (2009), as well as by Study 1. As a result, the number of classes in the fifth 
grades of each of the schools for girls was increased from one to two. All children in 
all classes sampled were included in the work, with consent to participate having been 
given by parents, schools and the students themselves. 
 
 4.2.2 Measures 
 The tests used in this study were the same as those used in the previous study 
(Study 1). Therefore, six tests were administered. Literacy skills were assessed by 
both a reading comprehension fluency test and a spelling dictation test. Levels of 
mathematics were assessed by four subtests: addition, subtraction, multiplication and 
division. Behavioural problems, including attention deficits, hyperactivity disorders 
and emotional symptoms, were assessed through questionnaires. Again commensurate 
with the methods adopted in Study 1, all the tests and questionnaires were presented 
in Arabic because the majority of parents and teachers as well as students are Arabic 
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native speakers. Piloting ensured suitability for the study and, in order to ensure the 
utmost degree of control, achievement tests were performed in quiet classrooms. 
 
 4.2.2.1 Strengths and Difficulties Questionnaire (SDQ) 
 This measure was the same as that described in Study 1, with the Arabic 
translations of both the teacher and parent versions of the SDQ being administered. 
The procedures for administration were also the same as those described in Study 1. 
 
 4.2.2.2 Inattention – Hyperactivity Questionnaire in Arabic (AHQA) 
 This Arabic developed measure (see Appendix 1) was the same as that 
described in Study 1, with both teacher and parent versions being administered. The 
procedures for administration were the same as those described in Study 1. 
 
 4.2.2.3 Observation Checklist  
 This measure was the same as that described in Study 1 (see Appendix 2), 
except that three extra questions were included in this teacher’s questionnaire. These 
additional questions were: 
- How many classes do you teach this child per week? 
- Can you think of the child’s face when you read their name? 
- Please indicate the time period you have taught the child. 
These questions were used to assess the teacher’s familiarity with the child. 
Procedures for administration were the same as those described in Study 1. 
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 4.2.2.4 Reading Comprehension Test 
 This Arabic language measure was the same as that described in Study 1 (see 
Appendix 4). Procedures for administration were also the same as those described in 
Study 1. 
 
 4.2.2.5 Dictation Test  
 This Arabic language measure was also the same as that described in Study 1 
(see Appendix 5). Procedures for administration can also be found in Study 1. 
 
 4.2.2.6 Mathematics Test 
 This measure was the same as that described in Study 1(see Appendix 6) and 
procedures for administration were also the same as those described in Study 1. 
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4.3 Results 
 The objectives of this study and research questions have been set out above 
(see Introduction to this chapter). With these in mind, this section proceeds with the 
results found. 
 
 4.3.1 Educational achievement measures 
 Table 4.2 presents the descriptive statistics (means and standard deviations) 
for the scores achieved by students across the range of tests administered. As can be 
seen, higher scores were found in both grades for the high inclusion schools compared 
to the low level inclusion schools in the mathematics tests, but the control schools 
scored highest in Grade 5. The same was true for the reading comprehension tests 
with the exception of fifth grade, where the low inclusion schools had a higher mean 
score. For spelling, the high level inclusion scores were notably higher for Grade 4 
but the low level inclusion schools scored higher in fifth grade. 
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Table 4.2 Mean scores, standard deviations and numbers for the academic measures 
in Study 2 
School Grade Mathematics 
total 
(Max 141) 
Reading 
Comprehension  
(Max 50) 
Spelling  
 
(Max 56) 
High 
Level 
Fourth 
Grade 
Mean 27.83 12.92 24.59 
N 71 71 71 
Std. Deviation 10.3 6.9 16.36 
Fifth 
Grade 
Mean 39.06 17.35 29.07 
N 82 82 82 
Std. Deviation 18.12 8.31 16.18 
Low 
Level 
Fourth 
Grade 
Mean 24.97 10.3 16.55 
N 72 72 72 
Std. Deviation 14.64 8.39 16.26 
Fifth 
Grade 
Mean 38.38 17.68 32.36 
N 107 107 107 
Std. Deviation 15.3 9.15 17.22 
Control Fourth 
Grade 
Mean 26.48 9.74 16.29 
N 54 54 54 
Std. Deviation 12.5 6.3 16.2 
Fifth 
Grade 
Mean 42.2 16.85 29.02 
N 116 116 116 
Std. Deviation 15.12 8.19 16.55 
 
 In addition to the descriptive data shown in Table 4.2, it was also relevant to 
compare the findings of this study with those from Study 1, as well as the extent to 
which there may be differences in the results between the categories of school in 
Study 2 in order that the additional objectives of this study may be achieved 
(differences between schools). Thus, 3 (school: high, low, control) x 2 (grade: Grade 
4, Grade 5) between-subjects separate ANOVAs were conducted to test the effects of 
school and grade on educational achievement measures scores with regards to spelling 
, reading and mathematics. The results show that the main effects of school on 
spelling, reading and mathematics were non-significant, F(2, 496) = 2.40, p =.092; 
F(2, 496) = 1.98, p = .139; and F(2, 496) = 1.36, p = .258 respectively. This means 
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that there are no statistically significant differences between the school types in any of 
the educational achievement tests. The effects of grade on spelling, reading and 
mathematics were significant, F(1, 496) = 52.02, p < .001, ƞp
2
 = .095; F(1, 496) = 
70.89, p < .001, ƞp
2
 = .125; and F(1, 496) = 97.02, p < .001, ƞp
2
 = .164 respectively. In 
line with the findings of Study 1, Grade 5 results were significantly higher than those 
for Grade 4. The interaction effects (school x grade) for spelling, reading and 
mathematics were F(2, 496) = 4.97, p = .007, ƞp
2
 = .02; F(2, 496) = 1.58, p = .207; 
and F(2, 496) = .86, p = .422 respectively. 
In order to remain consistent with Study 1 with regard to the school x grade 
interaction for spelling, a simple main effects analysis was conducted and this showed 
that there were no significant differences between grades 4 and 5 for the high 
inclusion schools, t(151) = -1.70, p = .091. However, spelling scores were 
significantly higher in Grade 5 than Grade 4 for both for low inclusion schools, t(177) 
= -6.16, p < .001, d = 0.92  and for  control schools, t(168) = -4.70, p < .001, d = 0.77. 
Any implications and inferences that may be drawn from these statistical results are 
discussed below in the next (Discussion) section. 
 
 4.3.2 Parent and teacher inattention and hyperactivity AHQA 
 The descriptive statistics for inattention/behavioural problems are presented 
below in Table 4.3. As can be seen, AHQA Inattention Levels in 4
th
 grade reported by 
parents were lower in the high level inclusion schools than in the lower inclusion 
schools, but these were lowest in the control schools.  In Grade 5, however, the parent 
reported Inattention Levels were the highest by a considerable margin in the high 
level inclusion schools when compared with both other categories of school. For 
teacher reported Inattention Levels, these were highest in the low inclusion school for 
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Grade 4 and were highest in the control schools in Grade 5, with the high and low 
inclusion schools being ranked 2
nd
 and 3
rd
 respectively and with the high inclusion 
schools being scored at a considerably higher level than the low inclusion ones. For 
parents and Hyperactivity, on the other hand, the low inclusion schools scored highest 
in Grade 4, followed by high inclusion schools, while for Grade 5 the high inclusion 
schools had the highest reported levels of Hyperactivity by parents, followed by the 
control school. For teachers and Hyperactivity, the highest levels were reported in the 
control schools for Grade 4, followed respectively by the high and low inclusion 
schools. The same pattern of relative scores was reported by teachers for 
Hyperactivity in Grade 5. 
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Table 4.3 Mean scores and standard deviations for the AHQA parent and teacher 
measures in Study 2 
School Grade Parent 
Inattention 
AHQA 
Parent 
Hyperactivity 
AHQA 
Teacher 
Inattention 
AHQA 
Teacher 
Hyperactivity 
AHQA 
High 
Level 
Fourth 
Grade 
Mean 3.58 4.28 3.16 3.20 
N 53 53 53 53 
Std. 
Deviation 
2.21 2.40 2.87 3.31 
Fifth  
Grade 
Mean 3.59 4.19 2.87 2.75 
N 57 57 57 57 
Std. 
Deviation 
1.84 2.62 2.57 2.69 
Low 
Level 
Fourth 
Grade 
Mean 3.71 4.50 3.47 2.47 
N 38 38 38 38 
Std. 
Deviation 
1.73 2.25 2.77 2.59 
Fifth  
Grade 
Mean 3.03 3.45 1.98 1.62 
N 64 64 64 64 
Std. 
Deviation 
1.63 1.92 2.25 2.34 
Control Fourth 
Grade 
Mean 3.05 3.71 3.20 3.45 
N 35 35 35 35 
Std. 
Deviation 
1.86 2.32 2.60 2.96 
Fifth 
 Grade 
Mean 2.72 3.55 3.38 3.58 
N 65 65 65 65 
Std. 
Deviation 
1.64 2.27 2.30 2.97 
 
 The relative value and relevance of the descriptive results is discussed in the 
following section, but this part of the results continues, in line with the methods 
adopted in Study 1, with a statistical analysis between and within subjects. Before 
proceeding with these, it is relevant, again in line with the approach in Study 1, to 
provide reliability scores and Cronbach’s Alpha for reliability showed 0.88 and 0.77 
respectively for teacher and parent AHQA, with subscales for AHQA Inattention and 
Hyperactivity 0.83 and 0.85 for teachers and 0.60 and 0.70 for parents respectively. 
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 The value of the following analysis comes from the provision of an 
understanding of the extent and relative importance of differences between subjects 
(grade levels), within subjects (parent and teacher ratings) and between schools; thus, 
a 3 (school: high, low, control) x 2 (grade: Grade 4, Grade 5) x 2 (rater: Parent, 
Teacher) Mixed ANOVA for AHQA for Inattention was conducted and the results 
show that the main effect of rater (within subjects) was non-significant, where F(1, 
306) = 2.81, p = .095, as was the main effect of school (high, low, control; between-
subjects), where F(2, 306) = .66,  p = .517. The main effect for grade (between 
subjects) was significant, where F(1, 306) = 4.60, p = .033, ƞp
2
 = .015, with 
Inattention scores being higher in Grade 4 than Grade 5. There was a significant 
interaction between rater and school, F(2, 306) = 4.25, p = .016, ƞp
2
 = .027. As each 
school type is being considered separately, it was relevant to conduct Paired Simple t-
tests for each of them which compared parent and teacher scores. The results of these 
tests showed, both for high inclusion schools, t(109) = 2.02, p = .046, d = 0.09, and 
for low inclusion schools t(101) = 2.90, p = .005, d = 0.14 the difference between 
parent and teacher ratings were significant but for control schools t(99) = -1.81, p = 
.073 was non - significant. Therefore, parent ratings were higher than those of 
teachers to a statistically significant level in high and low inclusion schools but not in 
control schools (where in fact teacher ratings were slightly higher than those of 
parents). Neither the rater x grade interaction (F(1, 306) = .38, p = .536), the school x 
grade interaction (F(2, 306) = 2.56, p = .079) nor the rater x school x grade interaction 
(F(2, 306) = 1.38, p = .253) were statistically significant.  
 A 3 (school: high, low, control) x 2 (grade: Grade 4, Grade 5) x 2 (rater: 
Parent; Teacher) Mixed ANOVA for AHQA – Hyperactivity was conducted and this 
showed that the main effect of rater (within-subjects) was significant at F(1, 306) = 
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31.30, p < .001, ƞp
2
 = .093, with parent ratings being higher than those of teachers. 
The main effect of school (high, low, control; between-subjects) was marginally 
significant, F(2, 306) = 2.89, p = .057. Post-hoc (Scheffe) tests revealed that 
hyperactivity ratings were significantly lower for low inclusion schools when 
compared with both high inclusion, p = .030, and control schools, p = .046, but not 
significantly different between high inclusion and control schools, p = .994. The main 
effect of grade (between subjects) was non-significant, where F(1, 306) = 3.29, p = 
.071. There was again a significant interaction between rater and school, F(2, 306) = 
6.87, p = .001, ƞp
2
 = .043. Paired Simple t-tests were undertaken for each type of 
school for parents and teachers and for high inclusion schools these showed t(109) = 
3.72, p < .001, d = 0.42, for low inclusion schools t(101) = 6.60, p < .001, d = 0.49 
and for control schools t(99) = -.20, p = .844. This means that parent ratings were 
significantly different to those of teachers in high and low inclusion schools (parents 
higher than teachers) but that the differences in control schools were not statistically 
significant (and again, parent ratings were slightly lower than teacher ratings in these 
schools). Neither the rater x grade interaction (F(1, 306) = .011, p = .917),  the school 
x grade interaction( F(2, 306) = 1.44, p = .238) nor the rater x school x grade 
interaction (F(2, 306) = .28, p = .754) were statistically significant.  
.  
 4.3.3 Parent and teacher SDQ 
 As in Study 1, it is important to note that the Strengths and Difficulties 
Questionnaire may be seen as being a primary measure of behavioural problems 
presented by children who participated in Study 2 and the results obtained from these 
questionnaires are presented in a form consistent with those for AHQA and with 
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Study 1. Two tables (4.4 and 4.5) are shown below with the respective descriptive 
results for parents and teachers SDQ. 
 As Table 4.4 (below) shows, the parent-reported levels of Hyperactivity were 
highest in low inclusion schools and lowest in control schools in Grade 4. For Grade 
5, these were highest in high inclusion schools and, again, lowest in control schools. 
For the parent-reported Emotional Symptom Scale, the ratings were highest for low 
inclusion schools and lowest in control schools for Grade 4, while for Grade 5 these 
were highest in the high inclusion schools and lowest in the low inclusion schools. 
For parent-reported Conduct Problems, the highest levels for Grade 4 were reported in 
the low inclusion schools and lowest in the control schools, while for Grade 5 the 
highest reported levels were in the high inclusion schools and the lowest in the low 
inclusion schools. The highest recorded mean score for parent-reported Peer Problems 
in Grade 4 were in the low inclusion schools and the lowest were in control schools. 
For Grade 5, the highest and lowest scores for this measure were in control schools 
and low inclusion schools respectively. For the parent-reported Pro-Social Scale, the 
highest levels in Grade 4 were in low inclusion schools and the lowest were in the 
high inclusion schools. For Grade 5, the same was the case (highest low inclusion 
schools, lowest high inclusion schools).  
 Table 4.5 (below) shows that teacher reported levels of Hyperactivity were 
highest in control schools for Grade 4, followed by high inclusion and low inclusion 
level schools respectively. For Grade 5 Hyperactivity, the highest levels were reported 
in high inclusion schools, followed respectively by control and low inclusion schools. 
For the teacher reported Emotional Symptom Scale, for Grade 4 the highest scores 
came from the control schools, followed by high and then low inclusion schools. For 
Grade 5 in the same reporting category, high inclusion schools had the highest scores, 
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followed respectively by control and low inclusion schools. In their responses to the 
question of Conduct Problems, teachers on average scored low inclusion schools 
highest in grades 4, while they scored control schools more highly than high inclusion 
schools. For Grade 5 the highest reported levels were in the control schools and the 
lowest in the low inclusion schools. The highest scores in both grades 4 and 5 for 
teacher-reported Peer Problems came from the control schools, with low inclusion 
schools being rated third in both Grade 4 and Grade 5. The highest return for the 
teachers’ Pro-Social scale for Grade 4 came from high inclusion schools, followed by 
control and low inclusion schools respectively. For Grade 5 in the same category, low 
inclusion schools had the highest mean score, followed by high inclusion and control 
schools respectively. 
 
BEHAVIOUR AND ACADEMIC ACHIEVEMENT IN KUWAIT PRIMARY SCHOOLS   155 
 
 
Table 4.4 Mean scores and standard deviations for the SDQ-parent measures in Study 2 
School Grade Parent SDQ 
Hyperactivity 
parent emotional 
symptom scale 
parent conduct 
problems 
Parent peer 
problems 
parent pro-
social scale* 
High Level Fourth 
Grade 
Mean 4.18 3.73 2.52 3.00 7.66 
N 53 53 53 53 53 
Std. Deviation 2.43 2.31 1.63 1.69 2.00 
Fifth  
Grade 
Mean 4.25 3.87 2.70 2.98 8.15 
N 58 58 58 58 58 
Std. Deviation 2.57 2.50 1.71 1.67 1.64 
Low Level Fourth 
Grade 
Mean 4.28 4.61 2.74 3.30 8.30 
N 39 39 39 39 39 
Std. Deviation 2.39 2.54 1.72 1.71 1.45 
Fifth  
Grade 
Mean 3.43 3.32 2.01 2.96 8.54 
N 64 64 64 64 64 
Std. Deviation 2.26 2.01 1.71 1.70 1.60 
Control Fourth 
Grade 
Mean 4.11 3.68 2.40 2.94 8.17 
N 35 35 35 35 35 
Std. Deviation 2.54 2.76 1.98 1.51 1.59 
Fifth  
Grade 
Mean 3.21 3.50 2.23 3.03 8.35 
N 65 65 65 65 65 
Std. Deviation 1.97 2.16 1.82 1.55 1.68 
 
*Note that a high score for this subscale reflects positive behaviour 
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Table 4.5 Mean scores and standard deviations for the SDQ-teacher measures in Study 2 
School Grade Teacher SDQ 
Hyperactivity 
Teacher emotional 
symptom scale 
Teacher conduct 
problems 
Teacher peer 
problems 
Teacher pro-
social scale* 
High Level Fourth 
Grade 
Mean 3.81 2.64 1.86 3.13 6.56 
N 53 53 53 53 53 
Std. Deviation 2.96 2.25 2.23 1.25 2.59 
Fifth  
Grade 
Mean 4.22 2.46 1.70 3.13 6.53 
N 58 58 58 58 58 
Std. Deviation 2.53 1.92 1.81 1.50 21.91 
Low Level Fourth 
Grade 
Mean 3.05 2.41 1.96 3.12 5.82 
N 39 39 39 39 39 
Std. Deviation 2.32 2.38 2.27 1.76 2.45 
Fifth  
Grade 
Mean 2.81 2.07 1.12 2.85 6.82 
N 64 64 64 64 64 
Std. Deviation 2.55 1.94 1.58 1.87 2.39 
Control Fourth 
Grade 
Mean 3.94 2.94 1.91 3.48 6.02 
N 35 35 35 35 35 
Std. Deviation 2.05 1.69 1.73 1.24 1.36 
Fifth Grade Mean 3.98 2.36 1.95 3.27 6.10 
N 65 65 65 65 65 
Std. Deviation 2.08 2.16 1.75 1.29 2.15 
 
*Note that a high score for this subscale reflects positive behaviour 
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 While these descriptive statistics provide some indications of the relative 
extent of differences between the categories of schools, further and more detailed 
statistical analysis is required, a point which is supported by the closeness of the mean 
scores in some measures between the categories of schools highlighted in the 
descriptive statistics shown in tables 4.4 and 4.5. Commensurate with the aims of this 
study and with Study 1, Cronbach’s Alpha for reliability showed 0.67 and 0.70 
respectively for teacher and parent SDQ.
4
 Alphas for subscales for SDQ 
Hyperactivity, Emotion Symptom, Conduct Problem, Peer Problem and Pro –Social 
were 0.75, 0.70, 0.70, 0.24 and 0.78 for teachers and 0.69, 0.69, 0.50, 0.24 and 0.59 
for parents respectively. 
  A 3 (school: high, low, control) x 2 (grade: Grade 4, Grade 5) x 2 (rater: 
Parent; Teacher) Mixed ANOVA for SDQ Hyperactivity was conducted. This found 
that the main effect of rater (within-subjects) was non-significant, with F(1, 308) = 
2.63, p = .106. The main effect of school (high, low, control; between-subjects) was 
significant, with F(2, 308) = 3.83, p = .023, ƞp
2
 = .024. In this case, Post-hoc (Scheffe) 
tests revealed that hyperactivity SDQ ratings were significantly lower for low 
inclusion schools when compared with high inclusion schools, p = .009, but there was 
no significant difference between low inclusion and control schools, p = .278, nor 
between high inclusion and control schools, p = .362. The main effect of grade 
(between subjects) was non-significant, with F(1, 308) = 1.32, p = .251, while the 
rater x school interaction was significant. F(2, 308) = 3.89, p = .021, ƞp
2
 = .025; The 
results of Paired Simple t-tests showed t(110) = .74, p = .462 for high inclusion 
schools, t(102) = 2.75, p = .007, d = 0.19 for low inclusion schools and t(99) = -1.57, 
                                                          
4
 Cronbach Alpha scores were also calculated for SDQ parents and teachers with the sub-scale for Peer 
Problems omitted (see footnote 3). This showed a score of 0.70 for parents (no change) and a score of 
0.64 for teachers. Therefore, in line with the results for Study 1, Cronbach Alpha scores for teachers 
were poor with or without the inclusion of Peer Problems. 
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p = .121 for control schools. This means that parent ratings for Hyperactivity were 
higher than those of teachers in both high and low inclusions schools, but with 
statistical significance only for low inclusion schools. While there was no statistical 
significance in the differences between parent and teacher ratings in control schools, 
however, the ratings of parents were, in this case, lower than those of teachers.  
Neither the rater x grade interaction (F(1, 308) = .311, p = .079), the school x grade 
interaction (F(2, 308) = 1.29, p = .277), nor the rater x school x grade interaction 
(F(2, 308) = .274, p = .761) were significant. However, it is relevant to note that while 
non-significant, school x grade, high inclusion schools showed Grade 5 higher than 
Grade 4 while for low inclusion and control schools Grade 4 was higher than Grade 5. 
 The next category from the SDQ questionnaires is Emotional Symptoms and, 
again, a 3 (school: high, low, control) x 2 (grade: Grade 4, Grade 5) x 2 (rater: Parent, 
Teacher) Mixed ANOVA was used. There was a significant main effect of rater 
(within-subjects), F(1, 308) = 50.56, p < .001, ƞp
2
 = .141, with parents rating 
emotional symptoms higher than teachers. The main effect of school (high, low, 
control; between-subjects) was non-significant, with F(2, 308) = .062, p = .940, while 
the main effect for grade (between subjects) was significant with F(1, 308) = 4.96, p = 
.027, ƞp
2
 = .016. Emotional symptoms were higher in Grade 4 than Grade 5. None of 
the two-way interactions, nor the three-way interaction, were significant (rater x 
school: F(2, 308) = 1.48, p = .230; rater x grade: F(1, 308) = .05, p = .828; school x 
grade: F(2, 308) = 1.70, p = .185; rater x school x grade:  F(2, 308) = 1.40, p = .248).  
 The next category from the SDQ questionnaires is Conduct Problems and a 3 
(school: high, low, control) x 2 (grade: Grade 4, Grade 5) x 2 (rater: Parent, Teacher) 
Mixed ANOVA was undertaken for it. There was a significant main effect of rater 
(within-subjects), with F(1, 308) = 29.41, p < .001, ƞp
2
 = .087, with parents rating 
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conduct problems higher than teachers. The main effect of school (high, low, control; 
between-subjects) was non-significant, with F(2, 308) = 1.58, p = .207, as was the 
main effect of grade (between subjects), with F(1, 308) = 1.81, p = .180. None of the 
two-way interactions, nor the three-way interaction, were significant (rater x school: 
F(2, 308) = 1.18, p = .165; rater x grade F(1, 308) = .03, p = .872; school x grade F(2, 
308) = 1.40, p = .249; rater x school x grade F(2, 308) = .521, p = .595).  
 Following a consistent pattern across all of the behavioural categories, a 3 
(school: high, low, control) x 2 (grade: Grade 4, Grade 5) x 2 (rater: Parent, Teacher) 
Mixed ANOVA was utilised for SDQ Peer Problems. This showed non-significance 
in the main effect of rater (within-subjects) F(1, 308) = .92, p = .339,  the main effect 
of school (between-subjects) F(2, 308) = .40, p = .668 and the main effect for grade 
(between subjects) F(1, 308) = 1.00, p = .316. None of the two-way interactions, nor 
the three-way interaction, were significant (rater x school F(2, 308) = 1.23, p = .294; 
rater x grade F(1, 308) = .06, p = .805; school x grade F(2, 308) = .564, p = .570;  
rater x school x grade F(2, 308) = .17, p = .845).  
 A 3 (school: high, low, control) x 2 (grade: Grade 4, Grade 5) x 2 (rater: 
Parent, Teacher) Mixed ANOVA for SDQ for the behavioural category of Pro-Social 
was conducted. There was a significant main effect of rater (within-subjects), F(1, 
308) = 146.98, p < .001, ƞp
2
 = .323, with parent ratings being higher than those of 
teachers. The main effect of school (high, low, control; between-subjects) was non-
significant, with F(2, 308) = .535, p = .586, while the main effect for grade (between 
subjects) was significant with F(1, 308) = 3.87, p = .05, ƞp
2
 = .012. Pro-Social ratings 
were higher in Grade 5 than Grade 4. The two-way interaction rater x school: F(1, 
308) = 3.06, p = .048, ƞp
2
 = .019) was significant, and  the results of Simple Paired t-
tests showed differences between raters for high inclusion schools t(110) = 5.11, p < 
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.001, d = 0.62; low inclusion schools t(112) = 7.23, p < .001, d = 0.93 and control 
schools t(99) = 9.44, p < .001, d = 1.15. This means that parent ratings were 
significantly higher than those of teachers, Grade 4 behavioural traits were 
significantly higher than Grade 5 but the differences between the schools were non-
significant (main effect). The other two-way interactions and the three-way 
interaction were non-significant (rater x grade F(1, 308) = .02, p = .882; the school x 
grade F(2, 308) = .79, p = .457; rater x school x grade F(2, 308) = 1.55, p = .215).  
  
 4.3.4 Teacher and researcher observations scores and reliability 
 Commensurate with Study 1, the overall objectives of the work, and with the 
systemic approach that permeates the thesis, this part of the study considers the scores 
given by teachers and the researcher from their observations. These are set out in 
tables 4.6, 4.7 and 4.8 below but before commencing with a presentation of the 
results, it is important, again in line with the method adopted in Study 1, to set out the 
relevant reliability scores for these observations. 
 Cronbach Alpha results for teacher observations were found to be 0.95 for all 
of the 15 items observed. Alongside this, the results of the same test (Cronbach’s 
Alpha) for teacher observations regarding Hyperactivity, School Rules and 
Aggressive Behaviour are 0.88, 0.86 and 0.85 respectively. 
 Table 4.6 shows the teacher and researcher observations for the high inclusion 
schools and, as in Study 1, there are some differences in terms of the relative 
importance of behavioural factors between the two observations, albeit that they are 
less pronounced that in the previous study. It is notable that with the exception of 
Females, Grade 5, Classroom 1, where the researcher observations placed this area as 
the second highest, there is consistency across the other observations made by the 
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researcher. These were that Hyperactivity was the main problem, followed by Talking 
and observing School Rules. For teachers in these schools, the two most commonly 
reported problems in terms of their extent were Talking and Outside Classroom, 
followed by Hyperactivity and observing School Rules. 
 Table 4.7 shows the teacher and researcher observations for low inclusion 
schools and, in line with Study 1, some differences in perceptions can be noted. There 
was far more consistency in teacher observations for these schools, with Outside 
Classroom clearly being the most highly reported category, followed by Talking and 
Hyperactivity. For the researcher, the same results persisted for all of the classes 
observed, with Hyperactivity being the most important in each case, followed by 
Talking and School Rules. 
 Following the same procedures for Table 4.8 and control schools, similar 
results were found, with Outside Classroom being the most highly scored factor for 
teachers in 5 of the 6 observations, followed by Talking and Hyperactivity. For the 
researcher, the most prevalent 3 behavioural issues were again consistent over all of 
the classes observed, with Hyperactivity being the most prevalent in each case, 
followed by Talking in each case, followed by School Rules in each case. 
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Table 4.6 Scores (means, standard deviations and score as a percentage of the maximum for teacher responses, and total scores for the 
researcher frequencies) on the observation checklist in Study 2 in high inclusion schools 
High inclusion classes Talking  
 
(Max 3) 
School Rules  
 
(Max 9) 
Hyperactivity 
 
 (Max 12) 
Aggressive  
Behaviour 
 (Max 9) 
Outside 
 Classroom   
(Max 3) 
Impolite  
Language 
 (Max 6) 
Taking  
Things  
(Max 3) 
Male grade 4 classroom 1 
 (N = 26) 
Teacher 
Percentage  
1.76 (.99) 
58.66% 
4.76 (2.74) 
52.88% 
7.03(3.88) 
58.58% 
3.57(3.15) 
39.67% 
2.19 (1.02) 
73% 
1.61 (1.85) 
26.83% 
.92 (1.05) 
30.67% 
Researcher 46 23 83 11 6 0 0 
Male grade 4 classroom 3 
 (N = 22) 
Teacher 
Percentage 
.90(.92) 
30% 
2.18 (2.44) 
24.22% 
4.31 (3.15) 
35.92% 
1.95 (2.01) 
21.67% 
1.22 (1.15) 
40.67% 
.63 (1.13) 
10.50% 
.72 (.82) 
24% 
Researcher 39 27 61 12 3 3 1 
Male grade 5 classroom 1  
(N = 22) 
Teacher 
Percentage 
1.54 (1.33) 
51.33% 
4.00(3.50) 
44.44% 
5.31(3.7) 
44.25% 
2.72 (2.72) 
30.22% 
1.54 (.96) 
51.33% 
.63(1.55) 
10.50% 
.54 (.80) 
18% 
Researcher 59 47 110 28 6 2 5 
Male grade 5 classroom 3 
 (N = 22) 
Teacher 
Percentage 
1.59 (1.05) 
53% 
4.18 (2.77) 
46.44% 
5.77 (4.24) 
48.08% 
3.22 (2.91) 
35.78% 
1.31 (1.04) 
43.67% 
1.18 (1.33) 
19.67 
.50 (.74) 
16.67% 
Researcher 69 54 85 37 7 10 5 
Female grade 4 classroom 5  
(N = 23) 
Teacher 
Percentage 
.82 (.88) 
27.33% 
1.56 (1.92) 
17.33% 
3.47 (3.74) 
28.91% 
.86 (1.60) 
9.55% 
1.56(.99) 
52% 
.13(.45) 
2.17% 
.39 (.65) 
13% 
Researcher 37 15 55 6 3 0 1 
Female grade 5 classroom 1  
(N = 22) 
Teacher 
Percentage 
1.22  (.92) 
40.66% 
2.04 (1.78) 
22.66% 
2.18(2.38) 
18.16% 
1.09  (1.47) 
12.11% 
.95  (.99) 
31.66% 
.22 (.52) 
3.67% 
.22 (.42) 
7.33% 
Researcher 53 8 7 14 4 0 0 
Female grade 5 classroom 2  
(N = 21) 
Teacher 
Percentage 
1.28 (1.10) 
42.66% 
3.14 (2.59) 
34.88% 
4.19 (4.21) 
34.92%% 
1.09 (1.33) 
12.11 
1.57 (.97) 
52.33% 
.23 (.70) 
3.83% 
.14 (.35) 
4.67% 
Researcher 33 7 39 6 4 0 0 
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Table 4.7 Scores (means, standard deviations and score as a percentage of the maximum for teacher responses, and total scores for the 
researcher frequencies) on the observation checklist in Study 2 in low inclusion schools 
Low inclusion classes Talking 
 
(Max 3) 
School 
Rules 
(Max 9) 
Hyperactivity 
 
(Max 12) 
Aggressive 
Behaviour 
(Max 9) 
Outside 
Classroom 
(Max 3) 
Impolite 
Language 
(Max 6) 
Taking 
Things 
(Max 3) 
Male grade 4 classroom 3 (N = 24) Teacher 
Percentage 
1.04(0.95) 
34.67% 
2.20(2.50) 
24.44% 
4.12(3.02) 
34.33% 
2.29 (2.29) 
25.44% 
1.37(0.82) 
45.67% 
0.70 (1.39) 
11.67% 
0.37 (0.64) 
12.33% 
Researcher 90 61 208 25 12 2 5 
Male grade 4 classroom 5(N = 25) Teacher 
Percentage 
1.40 (0.91) 
46.67% 
2.56(2.06) 
28.44% 
4.52(3.11) 
37.67% 
2.28(2.38) 
25.33% 
1.72(0.73) 
57.33% 
1.16(1.49) 
19.33% 
0.52 (0.71) 
17.33% 
Researcher 89 48 229 23 14 2 3 
Male grade 5 classroom 1(N = 29) Teacher 
Percentage 
1.41(0.90) 
47% 
2.86(2.16) 
31.78% 
4.79(3.30) 
39.92% 
3.10 (2.3) 
34.44% 
1.34(1.04) 
44.67% 
1.20 (1.58) 
20% 
0.44 (0.68) 
14.67% 
Researcher 84 46 175 32 7 6 4 
Male grade 5 classroom 3 (N = 28) Teacher 
Percentage 
0.71(1.01) 
23.67% 
1.82(2.53) 
20.22% 
2.53(3.36) 
21.08% 
1.28(1.86) 
14.22% 
1.14 (1.00) 
38% 
0.42 (1.16) 
7% 
0.35 (0.73) 
11.67% 
Researcher 119 43 196 21 5 3 1 
Female grade 4 classroom 1 (N = 24) Teacher 
Percentage 
1.12(0.89) 
37.33% 
1.50 (1.76) 
16.67% 
2.95(1.73) 
24.58% 
0.50(0.83) 
5.56% 
1.33(0.76) 
44.33% 
0.41 (0.20) 
6.83% 
0.12 (0.33) 
4% 
Researcher 49 26 76 15 2 0 1 
Female grade 5 classroom 1 (N = 25) Teacher 
Percentage 
0.64(1.03) 
21.33% 
1.04(1.94) 
11.56% 
2.28(2.89) 
19% 
0.36 (0.90) 
4% 
1.24(0.96) 
41.33% 
0.04 (0.20) 
0.67% 
0.08 (0.27) 
2.67% 
Researcher 44 26 62 15 3 0 0 
Female grade 5 classroom 2 (N = 26) Teacher 
Percentage  
0.69(0.73) 
23% 
1.65(1.91) 
18.33% 
2.11(1.65) 
17.58% 
0.73(1.31) 
8.11% 
0.92(0.56) 
30.67% 
0.42 (0.75) 
7% 
0.26 (0.45) 
8.67% 
Researcher 43 18 85 12 3 0 0 
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Table 4.8 Scores (means, standard deviations and score as a percentage of the maximum for teacher responses, and total scores for the researcher 
frequencies) on the observation checklist in Study 2 in control schools 
Control school classes Talking 
 
(Max 3) 
School 
Rules 
(Max 9) 
Hyperactivity 
 
(Max 12) 
Aggressive 
Behaviour 
(Max 9) 
Outside 
Classroom 
(Max 3) 
Impolite 
Language 
(Max 6) 
Taking 
Things 
(Max 3) 
Male grade 4 classroom 1 
(N = 32) 
Teacher 
Percentage 
1.37(1.03) 
45.67% 
3.65 (2.95) 
40.56% 
5.75 (3.83) 
47.91% 
3.12 (3.27) 
34.67% 
1.68 (0.82) 
56% 
1.53 (1.83) 
25.50% 
0.71 (0.88) 
23.67% 
Researcher 124 90 184 49 14 8 14 
Male grade 5 classroom 1 
 (N = 29) 
Teacher 
Percentage 
1.48(0.91) 
49.33% 
2.79 (2.42) 
31% 
5.68 (3.36) 
47.33% 
2.93 (2.6) 
32.56% 
1.65 (0.48) 
55% 
1.24 (1.72) 
20.67% 
0.48 (0.68) 
16% 
Researcher 94 63 160 38 15 12 9 
Male grade 5 classroom 2 
 (N = 29) 
Teacher 
Percentage 
1.34(0.93) 
44.67% 
2.65 (2.31) 
29.44% 
5.51 (2.29) 
45.92% 
2.34 (2.07) 
26% 
1.75 (0.57) 
58.33% 
0.27 (0.59) 
4.50% 
0.27 (0.45) 
9% 
Researcher 106 63 190 32 19 11 4 
Female grade 4 classroom 1 
(N = 24) 
Teacher 
Percentage 
1.08(0.92) 
36% 
2.04 (1.87) 
22.67% 
3.41 (2.51) 
28.42% 
1.41(1.74) 
15.67% 
1.33 (0.70) 
44.33% 
0.62 (1.2) 
10.33% 
0.41 (0.58) 
13.67% 
Researcher 56 27 84 11 3 0 0 
Female grade 5 classroom 1 
(N = 30) 
Teacher 
Percentage 
1.13(0.86) 
37.67% 
2.16 (2.05) 
24% 
4.20 (2.90) 
35% 
1.50(1.77) 
16.67% 
1.03 (0.92) 
34.33% 
0.36 (1.06) 
6% 
0.46 (0.68) 
15.33% 
Researcher 72 31 84 9 7 0 1 
Female grade 5 classroom 2 
 (N = 30) 
Teacher 
Percentage 
1.56(0.67) 
52% 
4.10 (1.78) 
45.56% 
5.10 (2.10) 
42.50% 
2.26 (2.03) 
25.11% 
1.76 (0.77) 
58.67% 
1.16 (1.41) 
19.33% 
0.7 (0.83) 
23.33% 
Researcher 65 30 91 7 7 0 0 
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 In summary of the discussion of teacher and researcher observations, and 
therefore of the descriptive statistics shown in Tables 4.6, 4.7 and 4.8, it can be noted 
that with the exception of one class in one category of schools, the researcher found 
that Hyperactivity was the most prevalent classroom issue, followed by Talking and 
School Rules. For teachers, within a wider variation of scores, the most prevalent 
issue was Outside Classroom followed by Talking and Hyperactivity. These 
differences are discussed at greater length in the following section, but this section 
continues, in line with the method adopted in Study 1 and with the further aims of this 
study, with an analysis of the results utilising 3 (school: high, low, control) x 2 (grade: 
Grade 4, Grade 5) x 2 (gender: Male, Female) Between-Subjects ANOVA for teacher 
observations scores with regards to problems in the behavioural categories of Talking, 
Hyperactivity, School Rules, Aggressive Behaviour, Outside Classroom, Impolite 
Language and Taking Things. 
 
 4.3.5 Teacher observations, grade and gender 
 The first category shown in tables 4.6, 4.7 and 4.8 for observations by teachers 
is Talking and the main effect of school shows a significant result of F(2, 501) = 3.85, 
p = .022, ƞp
2
 = .015. Post-hoc (Scheffe) tests in this case show that the issue of 
Talking was significantly lower in low inclusion schools compared with high 
inclusion schools (p = .013, d = .29) and control schools (p = .005, d = .33). There 
was no significant difference between high inclusion and control schools (p = .978). 
The main effect of grade was non-significant, with F(1, 501) = .34, p = .562, while 
the main effect of gender was significant, with F(1, 501) = 9.99, p = .002, ƞp
2
 = .020. 
The issue of Talking was higher in males than in females. The interaction between 
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school and grade showed significance with F(2, 501) = 4.27, p = .015, ƞp
2
 = .017. 
Simple main effects revealed that whilst Talking scores were significantly lower in 
Grade 5 than Grade 4 for the low inclusion schools (t(179) = -2.16, p = .032, d = 
0.32), there was no significant difference between grades 4 and 5 for high inclusion 
and control schools with t(156) = -1.27, p = .207; and t(172) = -.90, p = .371 
respectively. The interactions between school x gender, grade x gender and school x 
grade x gender were all non-significant at F(2, 501) = .67, p = .515; F(1, 501) = .087, 
p = .768; and F(2, 501) = 1.00, p = .368 respectively. 
 The second category is School Rules and the main effect of school shows a 
significant result of F(2, 501) = 9.54, p < .001, ƞp
2
 = .037. Post-hoc (Scheffe) tests in 
this case show that the issue of breaking school rules was significantly lower in low 
inclusion schools than in high inclusion schools (p < .001, d = .42) and control 
schools (p = .001, d = .41). There was no significant difference between high 
inclusion and control schools (p = .715). The main effect of grade was non-
significant, with F(1, 501) = 1.24, p = .266, while the main effect of gender showed 
significance, with F(1, 501) = 24.12, p < .001, ƞp
2
 = .046. The issue of School Rules 
was higher in males than in females. None of the two-way interactions, nor the three-
way interaction, were significant (school x grade F(2, 501) = 1.33, p = .265; school x 
gender F(2, 501) = 2.28, p = .103; grade x gender F(1, 501) = 3.23, p = .073; school x 
grade x gender F(2, 501) = 2.02, p = .134). 
 The third category shown in tables 4.6, 4.7 and 4.8 is Hyperactivity and the 
main effect of school shows a significant result of F(2, 501) = 10.34, p < .001, ƞp
2
 = 
.04. Post-hoc (Scheffe) tests in this case show that the issue of Hyperactivity was 
significantly lower in low inclusion schools compared with  high inclusion (p = .001, 
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d = .34) and control schools (p < .001, d = .55). There were no significance 
differences between high inclusion and control schools (p = .643). The main effect of 
grade was non-significant, with F(1, 501) = .24, p = .624, while the main effect of 
gender showed significance, with F(1, 501) = 36.57, p < .001, ƞp
2
 = .068, where again 
the issue of hyperactivity was higher in males than in females. None of the two-way 
interactions, nor the three-way interaction, were significant (school x grade F(2, 501) 
= 1.52, p = .219; school x gender F(2, 501) = .855, p = .426; grade x gender F(1, 501) 
= .44, p = .507; school x grade x gender F(2, 501) = .68, p = .510). 
 The next category is Aggressive Behaviour and the main effect of school was 
significant with F(2, 501) = 6.43, p = .002, ƞp
2
 = .025. Post-hoc (Scheffe) tests 
showed that aggressive behaviour was significantly lower in low inclusion schools 
compared with control schools (p = .005, d = .31). There were no significant 
differences between low and high inclusion schools (p = .054, d = .23) or between 
high inclusion and control schools (p = .745). The main effect of grade was non-
significant, with F(1, 501) = .07, p = .795, while the main effect of gender showed 
significance, with F(1, 501) = 62.66, p < .001, ƞp
2
 = .111, with males having higher 
scores than females in the issue of aggressive problem behaviour. The interactions 
between school x grade, school x gender, grade x gender and school x grade x gender 
were all non-significant, with results of F(2, 501) = .10, p = .906, F(2, 501) = .98, p = 
.375, F(1, 501) = .88, p = .348 and F(2, 501) = .48, p = .622 respectively. 
 This leads to distractions outside of the classroom and the main effect of 
school was marginally significant F(2, 501) = 3.00, p = .051, ƞp
2
 = .012, with Post-
hoc tests (Scheffe) in this case showing that the issue of Outside Classroom was 
significantly lower in low inclusion schools compared with control schools (p = .031, 
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d = .28).There were no significant differences between low and high inclusion schools 
(p = .108) or between high inclusion and control schools (p = .898). The main effect 
of grade showed significance, with F(1, 501) = 4.74, p = .030, ƞp
2
 = .009 and with the 
issue of Outside Classroom being higher in Grade 4 than Grade 5. The main effect of 
gender showed significance, with F(1, 501) = 7.72, p = .006, ƞp
2
 = .015, with the issue 
of Outside Classroom being higher in males than in females. None of the two-way 
interactions, nor the three-way interaction, were significant (school x grade F(2, 501) 
= 1.80, p = .167; school x gender F(2, 501) = .323, p = .724; grade x gender F(1, 501) 
= .044, p = .833; school x grade x gender F(2, 501) = .006, p = .994). 
 The main effect of school with regard to Impolite Language was F(2, 501) = 
4.30, p = .014, ƞp
2
 = .017. No post-hoc comparisons (Scheffe) were significant at the 
5% level, but the trends in the data suggest that low inclusion schools have lower 
Impolite Language scores than other types of school. The main effect for grade was 
non-significant with F(1, 501) = .97, p = .325, but for gender it was significant, with 
F(1, 501) = 32.55, p < .001, ƞp
2
 = .061. Impolite language aimed at the teacher was 
higher in males than in females. The interactions between school x grade, school x 
gender and between school x grade x gender were all non-significant, with results of 
F(2, 501) = .77, p = .462, F(2, 501) = 1.00, p = .366 and F(2, 501) = .657, p = .519 
respectively. There was significance for the two-way interaction between grade x 
gender, with F(1, 501) = 4.85, p = .028, ƞp
2  
= .01. The simple main effects for Grade 
4 were t(196) = 5.28, p < .001, d = 0.56 and for Grade 5 were t(281) = 2.80, p = .005, 
d = 0.27. The interaction results from the fact that there were gender differences in 
each grade, with Grade 4 higher than Grade 5 for boys but Grade 5 higher than Grade 
4 for girls. 
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  The final evaluated area was taking things from other students and in this the 
main effect of school shows a significant result, with F(2, 501) = 5.42, p = .005, ƞp
2
 = 
.021. Post-hoc (Scheffe) tests show that the issue of Taking Things was significantly 
lower in low inclusion schools compared with high inclusion (p = .035, d = .24), and 
control schools (p = .020, d = .26). There was no significant difference between high 
inclusion and control schools (p = .989). The main effect of grade was non-significant 
with F(1, 501) = 3.21, p = .074, while the main effect for gender was significant with 
F(1, 501) = 14.03, p < .001, ƞp
2
 = .027. The issue of Taking Things was higher in 
males than in females. None of the two-way interactions, nor the three-way 
interaction, were significant (school x grade F(2, 501) = 1.45, p = .236; school x 
gender F(2, 501) = 2.42, p = .090; grade x gender F(1, 501) = 3.46, p = .064;  school 
x grade x gender F(2, 501) = 1.12, p = .326). 
 
 4.3.6 Researcher and teacher observations 
 Although the categories of behaviour reported by the researcher that had the 
highest level of observations were consistent across all of the schools observed, it is 
important to understand the relative extent of the differences between these consistent 
observations. In order that the relative differences could be considered, the summed 
researcher observations shown in tables 4.6, 4.7 and 4.8 were divided by the number 
of students in the relevant schools and classes. From this it was found that the number 
of researcher observations for Hyperactivity per student was 2.78, 5.70 and 4.56 for 
high inclusion, low inclusion and control schools respectively, while those for Talking 
were 2.13, 2.86 and 2.97 for high, low and control schools. The observations for boys 
and girls also showed differences in these categories, with those for boys being 3.68 
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per student and 1.53 for girls for Hyperactivity and 2.32 and 1.86 respectively with 
regard to Talking in high inclusion schools. For low inclusion schools, there were 
7.62 observations per student for Hyperactivity in boys and 2.97 for girls and figures 
of 3.6 and 1.81 respectively for Talking. For control schools and Hyperactivity, there 
were 5.93 observations per student for boys and 3.08 for girls, while the respective 
figures for Talking were 3.6 for boys and 2.3 for girls. These statistics are depicted 
below in Figure 4.2: 
 
 
Figure 4.2 Level of talking and hyperactivity problem behaviour in the three groups 
of schools for the researcher frequencies on the observation checklist in Study 2   
 
 Following the same method with regard to researcher observations for School 
Rules and Aggressive Behaviour, the number of observations per student for School 
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Rules in high inclusion schools was 1.15, for low inclusion schools the figure was 
1.48 and for control schools 1.75. In terms of gender comparisons, the figure for 
School Rules for boys in high inclusion schools was 1.64 and for girls 0.45; for low 
inclusion schools, the figures were 1.87 and 0.93 respectively for boys and girls and 
for control schools 2.4 and 1.05 for boys and girls. For Aggressive Behaviour, the 
number of observations per student was 0.72 for high inclusion schools and 0.79 and 
0.84 respectively for low inclusion and control schools. For gender differences, the 
figures were 0.96 per student for boys in high inclusion schools and 0.39 for girls. For 
low inclusion schools, the figures were 0.95 and 0.56, while for control schools these 
were 1.32 and 0.32 respectively for boys and girls. These results are depicted below in 
Figure 4.3: 
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Figure 4.3 Level of breaking school rules and aggressive problem behaviour in the 
three groups of schools for the researcher frequencies on the observation checklist in 
Study 2 
 
 The final three categories are Outside Classroom, Impolite language and 
Taking Things. For Outside Classroom, the researcher score per student was 0.21 for 
high inclusion schools, 0.25 for low inclusion schools and 0.37 for control schools. In 
terms of gender variations, the average researcher scores per student were 0.24 and 
0.17 respectively for boys and girls in high inclusion schools, 0.36 and 0.11 
respectively for low inclusion schools and 0.53 and 0.20 for control schools. For 
Impolite Language, the average researcher scores for high inclusion, low inclusion 
and control schools were 0.09, 0.07 and 0.18 respectively. The scores for boys and 
girls in high inclusion schools were 0.16 and 0, for boys and girls in low inclusion 
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schools 0.12 and 0 and for control schools, the respective boy and girl scores were 
0.34 and 0. With regard to Taking Things, the school scores per student were 0.08, 
0.08 and 0.16 for high, low and control schools respectively, while the gender scores 
were 0.12 and 0.01 for boys and girls in high inclusion schools, 0.12 and 0.01 in low 
inclusion schools and 0.3 and 0.01 in control schools. These differences are depicted 
in Figure 4.4 below: 
 
 
Figure 4.4 Level of problem behaviours related to distractions outside of the 
classroom, impolite language aimed at the teacher and taking things from other 
students in the three groups of schools for the researcher frequencies on the 
observation checklist in Study 2 
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 It can be recalled that scores as a percentage of the maximum for teacher 
observations are listed above in tables 4.6, 4.7 and 4.8 and the opportunity is taken to 
also depict these in a similar manner to the researcher observations shown above in 
figures 4.2, 4.3 and 4.4. These depictions are shown below in figures 4.5, 4.6 and 4.7: 
 
 
Figure 4.5 Level of talking and hyperactivity problem behaviour in the three groups 
of schools for score as a percentage of the maximum for teacher responses on the 
observation checklist in Study 2 
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Figure 4.6 Level of breaking school rules and aggressive problem behaviour in the 
three groups of schools for score as a percentage of the maximum for teacher 
responses on the observation checklist in Study 2 
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Figure 4.7 Level of problem behaviours related to distractions outside of the 
classroom, impolite language aimed at the teacher and taking things from other 
students in the three groups of schools for the researcher frequencies on the 
observation checklist in Study 2 
 
 4.3.7 Educational achievements and parent-reported behavioural 
problems 
 Partial correlations  (controlling for sex) between the educational achievement 
(literacy and mathematics) measures and the behavioural problems reported by 
parents for the high, low and control school groups are reported below in tables 4.9, 
4.10 and 4.11.  
 The results for the partial correlations involving the high inclusion schools are 
presented in Table 4.9. In terms of reading comprehension, there was a significant 
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relationship with Hyperactivity in SDQ Parent (r = -.435 and p =.001) and Inattention 
in AHQA Parent (r = -.288 and p = .039). It was also evident that Hyperactivity in 
SDQ Parent was significantly associated with Maths (p = .009), Spelling (p = .010) 
among Grade 4, Reading (p =.033), Maths (p =.003) and Spelling (p =.002) among 
Grade 5. Other significant relationships were between Inattention in AHQA parent 
and Spelling (p = 0.005) among Grade 5, Emotional in SDQ parent and Maths (p = 
0.013) and Spelling (p = 0.014) among Grade 5. 
 In the low inclusion score schools, it was found that only Hyperactivity in 
SDQ parent significantly correlated with reading among Grade 5. The results for the 
partial correlations for these schools are presented in Table 4.10. 
 In the control schools, it was found that Inattention in AHQA parent 
significantly correlated with Reading and Maths among grade 4, and in Grade 5 
Maths and Spelling. Hyperactivity in SDQ parent significantly correlated with 
Reading, Maths, Spelling among Grade 4, and Maths in Grade 5. Conduct in SDQ 
parent significantly correlated with Reading and Maths in Grade 4. The results for the 
partial correlations involving the control schools are presented in Table 4.11. 
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Table 4.9 Partial correlations (controlling for sex) between the literacy/numeracy 
measures and the parent questionnaire result in study 2 in high inclusion schools 
High inclusion school grade Four Five 
Measures Reading Math Spelling Reading Math Spelling 
AHQA Parent 
Inattention 
Correlation -0.288 -0.217 -0.209 -0.18 -0.224 -0.373 
p-value  0.039 0.122 0.138 0.184 0.097 0.005 
AHQA Parent 
Hyperactivity 
Correlation -0.271 -0.188 -0.15 0.014 -0.069 -0.244 
p-value  0.052 0.182 0.290 0.918 0.612 0.070 
SDQ Parent: 
Hyperactivity 
Correlation -0.435 -0.361 -0.353 -0.286 -0.396 -0.413 
p-value 0.001 0.009 0.010 0.033 0.003 0.002 
SDQ Parent: 
Emotional  
Correlation -0.013 -0.083 -0.121 -0.231 -0.33 -0.327 
p-value  0.929 0.56 0.392 0.087 0.013 0.014 
SDQ Parent: 
Conduct  
Correlation 0.079 0.069 0.013 -.106- -0.215 -0.161 
p-value  0.576 0.629 0.927 0.436 0.112 0.234 
SDQ Parent: 
Peer problems 
Correlation 0.085 0.056 -0.034 -0.102 -0.058 -0.08 
p-value  0.549 0.693 0.809 0.456 0.669 0.556 
SDQ Parent: 
Pro-social 
Correlation -.050- -0.055 0.009 0.05 0.06 0.027 
p-value 0.723 0.701 0.95 0.715 0.658 0.844 
df for all 50 50 50 54 54 54 
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Table 4.10 Partial correlations (controlling for sex) between the literacy/numeracy 
measures and the parent questionnaire result in study 2 in low inclusion score schools 
Low inclusion school grade Four Five 
Measures Reading  Math Spelling Reading  Math Spelling 
AHQA Parent 
Inattention 
Correlation -0.076 -0.152 -0.134 -0.225 -0.192 -0.221 
p-value  0.654 0.370 0.429 0.077 0.131 0.082 
AHQA Parent 
Hyperactivity 
Correlation -0.065 -0.023 -0.024 -0.144 -0.025 -0.091 
p-value  0.703 0.893 0.889 0.259 0.845 0.477 
SDQ Parent: 
Hyperactivity 
Correlation -0.111 -0.132 0.031 -0.271 -0.183 -0.238 
p-value 0.515 0.437 0.854 0.031 0.152 0.060 
SDQ Parent: 
Emotional  
Correlation -0.007 -0.02 0.155 -0.11 -0.09 -0.125 
p-value  0.968 0.908 0.361 0.391 0.485 0.328 
SDQ Parent: 
Conduct  
Correlation -0.036 -0.086 -0.046 -0.118 -0.107 -0.186 
p-value  0.833 0.611 0.786 0.356 0.405 0.144 
SDQ Parent: 
Peer 
problems 
Correlation -0.096 -0.172 -0.059 -0.133 -0.23 -0.15 
p-value  0.573 0.309 0.728 0.301 0.069 0.241 
SDQ Parent: 
Pro-social 
Correlation -0.093 -0.148 -0.185 0.16 0.103 0.077 
p-value 0.582 0.383 0.273 0.209 0.421 0.547 
df for all 35 35 35 61 61 61 
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Table 4.11 Partial correlations (controlling for sex) between the literacy/numeracy 
measures and the parent questionnaire result in study 2 in the control score schools 
Control school grade Four Five 
Measures Reading  Math Spelling Reading  Math Spelling 
AHQA Parent 
Inattention 
Correlation -0.348 -0.542 -0.219 -0.226 -0.275 -0.306 
p-value  0.044 0.001 0.214 0.073 0.028 0.014 
AHQA Parent 
Hyperactivity 
Correlation -0.273 -0.322 -0.31 0.01 -0.179 0.067 
p-value  0.118 0.063 0.075 0.940 0.158 0.601 
SDQ Parent: 
Hyperactivity 
Correlation -0.426 -0.547 -0.371 -0.172 -0.305 -0.019 
p-value 0.012 0.001 0.031 0.174 0.014 0.885 
SDQ Parent: 
Emotional  
Correlation -0.177 -0.169 0.025 -0.089 -0.103 -0.162 
p-value  0.317 0.338 0.886 0.484 0.417 0.201 
SDQ Parent: 
Conduct  
Correlation -0.406 -0.569 -0.257 -0.087 -0.118 -0.167 
p-value  0.017 .000 0.142 0.494 0.352 0.187 
SDQ Parent: 
Peer problems 
Correlation -0.487 -0.338 -0.208 -0.096 -0.079 -0.088 
p-value  0.003 0.005 0.238 0.448 0.536 0.488 
SDQ Parent: 
Pro-social 
Correlation 0.183 0.233 0.049 0.069 0.019 0.11 
p-value 0.301 0.184 0.783 0.590 0.883 0.386 
df for all 32 32 32 62 62 62 
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 4.3.8 Educational achievements and teacher-reported behavioural 
problems 
 In a similar vein, partial correlations between educational achievement and the 
behavioural problems reported by teachers are shown below in tables 4.12, 4.13 and 
4.14. These partial correlations were tested between results of teacher questionnaires 
on the behavioural ratings and the numeracy/literacy measures while controlling for 
the child’s sex. The results for the partial correlations involving the high inclusion 
schools are presented in Table 4.12. From these, it can be seen that Inattention in 
AHQA teacher was significantly associated with Reading, Maths, Spelling among 
Grade 4, Reading, Maths, and Spelling among Grade 5, while Hyperactivity in SDQ 
teacher was significantly associated with Reading and Maths in Grade 4 and with 
Reading, Maths, and Spelling in Grade 5 
 In the low inclusion score schools, the results in Table 4.13 show that 
Inattention in AHQA teacher was significantly associated with Maths and Spelling 
among Grade 4 and Reading and Spelling among Grade 5. On the other hand, 
Hyperactivity in AHQA teacher in the low inclusion score schools was found to be 
significantly associated with Maths in Grade 4, while Hyperactivity in SDQ teacher 
was significantly associated with Math and Spelling among Grade 4 and Reading 
among Grade 5.  
 For the control schools, the results in Table 4.14 show that Inattention in 
AHQA teacher was significantly associated with Reading (p < 0.001 in Grade 5), 
Maths (p < .001 in Grade 4; p < .001 in Grade 5) and Spelling (p = .002 in Grade 4; p  
< .001 in Grade 5) while Hyperactivity in AHQA teacher was only significantly 
associated with Maths (p =.004) among Grade 4. Hyperactivity in SDQ teacher was 
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significantly associated with Maths and Spelling among Grade 4 and Reading, Maths 
and Spelling among Grade 5, while Emotional in SDQ teacher was significantly 
associated with Maths and Spelling among Grade 4 and Maths among Grade 5. 
Another significant association was also found between conduct in SDQ teacher and 
spelling among Grade 4 and Grade 5. 
 
Table 4.12 Partial correlations (controlling for sex) between the literacy/numeracy 
measures and the teacher questionnaire results in Study 2 high inclusion score schools 
High inclusion school grade Four Five 
Measures Reading  Math Spelling Reading  Math Spelling 
AHQA Teacher 
Inattention 
Correlation -0.355 -0.37 -0.333 -0.253 -0.405 -0.34 
p-value  0.003 0.002 0.005 0.023 .000 0.002 
AHQA Teacher 
Hyperactivity 
Correlation -0.181 -0.259 -0.183 0.084 -0.014 0.005 
p-value  0.133 0.030 0.130 0.455 0.904 0.965 
SDQ Teacher: 
Hyperactivity 
Correlation -0.25 -0.317 -0.218 -0.321 -0.336 -0.459 
p-value 0.037 0.008 0.069 0.003 0.002 .000 
SDQ Teacher: 
Emotional  
Correlation -0.056 -0.261 -0.129 -0.08 -0.153 -0.011 
p-value  0.646 0.029 0.286 0.479 0.174 0.921 
SDQ Teacher: 
Conduct  
Correlation -0.029 -0.17 0.111 -0.041 -0.279 -0.171 
p-value  0.814 0.159 0.359 0.714 0.012 0.127 
SDQ Teacher: 
Peer problems 
Correlation -0.065 -0.024 0.092 -0.071 -0.224 -0.005 
p-value  0.592 0.843 0.447 0.528 0.045 0.963 
SDQ Teacher: 
Prosocial 
Correlation 0.065 0.096 -0.008 0.196 0.291 0.271 
p-value 0.592 0.429 0.945 0.080 0.008 0.014 
df for all 68 68 68 79 79 79 
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Table 4.13 Partial correlations (controlling for sex) between the literacy/numeracy 
measures and the teacher questionnaire results in Study 2 Low inclusion score schools 
Low inclusion school grade Four Five 
Measures Reading  Math Spelling Reading  Math Spelling 
AHQA Teacher 
Inattention 
Correlation -0.193 -0.411 -0.293 -0.284 -0.148 -0.254 
p-value  0.107 .000 0.013 0.003 0.129 0.009 
AHQA Teacher 
Hyperactivity 
Correlation -0.067 -0.317 -0.124 0.064 0.179 0.05 
p-value  0.579 0.007 0.303 0.516 0.067 0.612 
SDQ Teacher: 
Hyperactivity 
Correlation -0.219 -0.479 -0.306 -0.192 -0.029 -0.103 
p-value 0.067 .000 0.010 0.048 0.771 0.291 
SDQ Teacher: 
Emotional  
Correlation -0.114 -0.157 -0.092 -0.166 -0.15 -0.105 
p-value  0.343 0.191 0.447 0.090 0.125 0.284 
SDQ Teacher: 
Conduct  
Correlation 0.013 -0.271 -0.07 -0.01 0.046 0.066 
p-value  0.915 0.022 0.560 0.920 0.642 0.504 
SDQ Teacher: 
Peer problems 
Correlation -0.159 -0.305 -0.149 -0.018 -0.064 -0.035 
p-value  0.187 0.010 0.214 0.858 0.516 0.72 
SDQ Teacher: 
Pro-social 
Correlation 0.11 0.389 0.224 0.262 0.203 0.183 
p-value 0.36 0.001 0.061 0.007 0.037 0.060 
df for all 69 69 69 104 104 104 
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Table 4.14 Partial correlations (controlling for sex) between the literacy/numeracy 
measures and the teacher questionnaire results in Study 2 control schools 
Control school grade Four Five 
Measures Reading  Math Spelling Reading  Math Spelling 
AHQA Teacher 
Inattention 
Correlation -0.196 -0.491 -0.415 -0.48 -0.328 -0.468 
p-value  0.160 .000 0.002 .000 .000 .000 
AHQA Teacher 
Hyperactivity 
Correlation 0.034 -0.391 -0.123 -0.078 0.044 -0.092 
p-value  0.809 0.004 0.382 0.410 0.643 0.326 
SDQ Teacher: 
Hyperactivity 
Correlation -0.177 -0.479 -0.317 -0.37 -0.248 -0.415 
p-value 0.205 .000 0.021 .000 0.008 .000 
SDQ Teacher: 
Emotional  
Correlation -0.075 -0.31 -0.345 -0.115 -0.193 -0.155 
p-value  0.591 0.024 0.011 0.221 0.039 0.098 
SDQ Teacher: 
Conduct  
Correlation -0.088 -0.236 -0.31 -0.1 -0.166 -0.194 
p-value  0.533 0.089 0.024 0.286 0.076 0.038 
SDQ Teacher: 
Peer problems 
Correlation -0.056 -0.259 -0.174 -0.075 -0.07 -0.129 
p-value  0.688 0.061 0.212 0.424 0.457 0.169 
SDQ Teacher: 
Pro-social 
Correlation 0.172 0.401 0.203 0.11 0.112 0.14 
p-value 0.217 0.003 0.146 0.242 0.235 0.135 
df for all 51 51 51 113 113 113 
 
 Partial correlations (controlling for grade and sex) between literacy/numeracy 
measures (educational achievement) and teachers’ responses on the observation 
checklist for high, low and control schools are shown below in tables 4.15, 4.16 and 
4.17. The results in Table 4.15 reveal that in the high inclusion score schools 
Hyperactivity had a significant relationship with Reading Comprehension (p = .004), 
Spelling (p = .001) and Mathematics (p < .001); Aggressive Behavior had a 
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significant relationship with Mathematics (p = .019); and Outside Classroom had a 
significant relationship with Reading Comprehension (p = .007), Spelling (p = .001) 
and Mathematics (p = .003).  
 The results in Table 4.16 reveal that in the low inclusion score schools, School 
Rules had a significant relationship with Spelling (p = .049) and Mathematics (p = 
.017); Hyperactivity had a significant relationship with Spelling (p = .035); and 
Outside Classroom had a significant relationship with Reading Comprehension (p = 
.021) and Spelling (p = .010). Similar trends can also be seen in Table 4.17 
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Table 4.15 Partial correlations (controlling for grade and sex) between the 
literacy/numeracy measures and teacher responses on the observation checklist in 
Study 2 high inclusion score schools 
 
High inclusion score schools Reading 
Comprehension 
Mathematics 
total 
Spelling 
Talking Correlation 0.027 -0.067 0.024 
p-value 0.745 0.414 0.771 
School Rules Correlation -0.107 -0.156 -0.153 
p-value 0.191 0.056 0.062 
Hyperactivity Correlation -0.234 -0.283 -0.262 
p-value 0.004 .000 0.001 
Aggressive Behaviour Correlation -0.081 -0.191 -0.064 
p-value 0.320 0.019 0.435 
Outside Classroom Correlation -0.218 -0.238 -0.271 
p-value 0.007 0.003 0.001 
Impolite Language Correlation 0.011 -.078- 0.003 
p-value 0.892 0.343 0.973 
Taking Things Correlation -0.068 -0.103 -0.1 
p-value 0.404 0.207 0.220 
df for all 149 149 149 
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Table 4.16 Partial correlations (controlling for grade and sex) between the 
literacy/numeracy measures and teacher responses on the observation checklist in 
Study 2 low inclusion score schools 
Low inclusion score schools Reading 
Comprehension 
Mathematics 
total 
Spelling 
Talking Correlation -0.029 -0.073 -0.078 
p-value 0.70 0.334 0.30 
School Rules Correlation -0.142 -0.179 -0.148 
p-value 0.060 0.017 0.049 
Hyperactivity Correlation -0.078 -0.134 -0.159 
p-value 0.30 0.075 0.035 
Aggressive Behaviour Correlation -0.063 -0.11 -0.089 
p-value 0.407 0.145 0.237 
Outside Classroom Correlation -0.174 -0.139 -0.193 
p-value 0.021 0.065 0.010 
Impolite Language Correlation -0.142 -0.199 -0.157 
p-value 0.060 0.008 0.037 
Taking Things Correlation -0.052 -0.204 -0.059 
p-value 0.490 0.006 0.439 
df for all 175 175 175 
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Table 4.17 Partial correlations (controlling for grade and sex) between the 
literacy/numeracy measures and teacher responses on the observation checklist in 
Study 2 control schools 
Control School Reading 
Comprehension 
Mathematics 
total 
Spelling 
Talking Correlation -0.011 -0.003 -0.14 
p-value 0.887 0.973 0.071 
School Rules Correlation -0.12 -0.153 -0.253 
p-value 0.123 0.047 0.001 
Hyperactivity Correlation -0.151 -0.133 -0.224 
p-value 0.051 0.086 0.003 
Aggressive Behaviour Correlation -0.105 -0.095 -0.11 
p-value 0.176 0.220 0.155 
Outside Classroom Correlation -0.245 -0.275 -0.304 
p-value 0.001 .000 .000 
Impolite Language Correlation 0.02 0.027 -0.035 
p-value 0.8 0.725 0.652 
Taking Things Correlation -0.089 -0.058 -0.148 
p-value 0.249 0.454 0.056 
df for all 166 166 166 
 
 The proposition that behaviour has an effect on educational attainment 
suggests that behavioural problems would be likely to be most pronounced among 
children with the lowest levels of such attainment. Therefore, a focus on this aspect 
may be a more sensitive means of measuring differences between the types of schools 
as well as being important in terms of focusing on children whose attainment may be 
most affected by behavioural problems. Fundamentally, if changes based on inclusion 
training are not significant enough to be detectable at whole class levels, they may be 
indicated by differences in levels of attainment among students most likely to be most 
affected by their behaviour. Table 4.18 (below) presents the number of children in the 
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bottom end of the distribution in the literacy and mathematics scores who are in the 
high, low and control schools. This lower end of the distribution was selected by 
choosing children in each grade with scores that were at least in the bottom 25% of 
the distribution. These results suggest that there were fewer children in this lower end 
of the distribution in the literacy (spelling = 20.3%; reading = 23.4%) and 
mathematics scores (22.2%) from the high inclusion scoring schools compared to the 
low inclusion score (spelling = 26.0%; reading = 32.6%; mathematics = 29.3%) and 
control schools (spelling = 28.7%; reading = 29.3%; mathematics = 25.9%).  
 Thus, the results from Table 4.18 show that there were fewer children in the 
bottom end of distribution in the literacy and mathematics scores from the high 
inclusion scoring schools compared to the low inclusion and control schools. 
However, a chi square test for association, conducted between below and above 25% 
in mathematics, spelling and reading and school types (high, low and control), 
indicated that there were no significant associations between frequency of students in 
the bottom 25% of the distribution and school type for mathematics χ² (2) = 2.23, p = 
.327, spelling χ² (2) = 3.27, p = .195, or reading χ² (2) = 3.53, p = .171. 
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Table 4.18 Comparison of high, low and control schools on frequencies of students in 
the bottom 25% of the distribution for Maths, Spelling and Reading 
   Math Spelling Reading 
Lower 
end of 
scores 
Rest of 
scores 
Lower 
end of 
scores 
Rest of 
scores 
Lower 
end of 
scores 
Rest of 
scores 
 High 
Level 
School 
Count 35 123 32 126 37 121 
% within 
School 
22.20% 77.80% 20.30% 79.70% 23.40% 76.60% 
Low 
Level 
School 
Count 53 128 47 134 59 122 
% within 
School 
29.30% 70.70% 26.00% 74.00% 32.60% 67.40% 
Control 
School  
Count 45 129 50 124 51 123 
% within 
School 
25.90% 74.10% 28.70% 71.30% 29.30% 70.70% 
Total Count 133 380 129 384 147 366 
% within 
School 
25.90% 74.10% 25.10% 74.90% 28.70% 71.30% 
 
  
4.3.9 Relationships between educational achievement and behavioural problems 
for all schools 
 Study 1 considered the relationships between educational achievement and 
behavioural problems in two schools where teachers had not been inclusion trained. 
Although this study (Study 2) is concerned with association between schools that had 
been separated on the basis of inclusion training, there was an opportunity to consider 
the same associations (between behaviour and academic achievement) across all of 
the six schools taken together. While this does not presume to pre-judge the 
differences that may or may not exist between schools that had benefitted from 
inclusion training and those who had not, the fact that associations emerged from 
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Study 1 can be considered in this wider context, with data for six schools as opposed 
to two. Therefore, in line with Study 1, partial correlations were tested between the 
scores on the parent and teacher questionnaires on the behavioural ratings and the 
numeracy/literacy measures while controlling for the child’s sex and grade for all 
schools in Study 2. The results of these partial correlations are presented in tables 4.19 
and 4.20 below: 
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Table 4.19 Partial correlations (controlling for grade and sex) between the 
literacy/numeracy measures and the parent questionnaire results. Bold text indicates 
significant correlations across achievement measures, while italics indicate marginally 
significant effects 
All six schools Reading 
Comprehension 
Spelling Mathematics 
total 
AHQA Parent 
Inattention 
Correlation -0.202 -0.250 -0.250 
p-value  .000 .000 .000 
AHQA Parent 
Hyperactivity 
Correlation -0.087 -0.125 -0.119 
p-value  0.124 0.028 0.037 
SDQ Parent: 
Hyperactivity 
Correlation -0.270 -0.217 -0.308 
p-value .000 .000 .000 
SDQ Parent: 
Emotional  
Correlation -0.117 -0.121 -0.147 
p-value  0.040 0.033 0.009 
SDQ Parent: 
Conduct  
Correlation -0.104 -0.150 -0.158 
p-value  0.068 0.008 0.005 
SDQ Parent: 
Peer problems 
Correlation -0.111 -0.094 -0.124 
p-value  0.049 0.098 0.028 
SDQ Parent: 
Pro-social 
Correlation 0.050 0.033 0.029 
p-value 0.384 0.568 0.605 
df for all: 
308 AHQA, 
SDQ 
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Table 4.20 Partial correlations (controlling for grade and sex) between the 
literacy/numeracy measures and the teacher questionnaire results. Bold text indicates 
significant correlations across achievement measures, while italics indicate marginally 
significant effects 
All six schools Reading 
Comprehension 
Spelling Mathematics 
total 
AHQA Teacher: 
Inattention 
Correlation -0.302 -0.386 -0.315 
p-value .000 .000 .000 
AHQA Teacher: 
Hyperactivity 
Correlation 0.031  -0.055 -0.02 
p-value 0.588 0.355 0.724 
SDQ Teacher: 
Hyperactivity 
Correlation -0.243 -0.310 -0.240 
p-value .000 .000 .000 
SDQ Teacher: Emotional  Correlation -0.129 -0.15 -0.169 
p-value 0.023 0.010 0.003 
SDQ Teacher: Conduct  Correlation 0.014  -0.018 -0.097 
p-value 0.806 0.749 0.088 
SDQ Teacher: Peer 
problems 
Correlation -0.005  -0.010 -0.039 
p-value 0.924 0.862 0.498 
SDQ Teacher: Pro-social Correlation 0.128 0.188 0.203 
p-value 0.027 0.001 .000 
df for all: 
308 
AHQA, 
SDQ 
   
 
This section of Study 2, it is held, has sought to follow the methods and approaches 
established in Study 1, at least to the greatest extent possible. In doing this, numerous 
points of interest have been shown. The extent of this interest needs to be explored 
and analysed; hence, we progress to the next and final section this study.  
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4.4 Discussion 
 The main aim of Study 2 was to compare schools that have undergone 
inclusion training for teachers that includes strategies for dealing with problem 
behaviour with those that have not. A further aim was to extend the methods and 
approaches employed in Study 1 with regard to associations that may exist between 
behaviour and educational achievement into a wider and more detailed context. 
Numerous reservations and even some scepticism has been expressed by a number of 
authors in seeking to establish such changes, for example Woolfolk (2001) with 
regard to observations, Gwernan-Jones and Burden (2010) with regard to the 
possibility that behaviour may be influenced by events, Mooij and Smeets (2009) with 
regard to differences in behavioural patterns between grades, Ormrod (2012) with 
regard to psychodynamic approaches and others discussed within the thesis as a 
whole. It was therefore felt necessary not only to adopt a systemic approach and to 
follow the methods used in Study 1 but also to ensure, as far as was possible within 
the limitations of the work, that specific relevant factors were isolated through the use 
of inferential statistics. 
  In order to achieve these aims, and to provide as firm a foundation as possible 
for any inferences made, it was clearly necessary to consider the extent to which this 
study, Study 2, was aligned with the findings of Study 1 before moving on to the 
fundamental aim and the critical factor that separates this work from the first study 
with regard to inclusion training and its possible effects. This is so because the aim of 
Study 1 was to develop a set of measures that provided some representation of 
children’s behaviour and educational achievement in a typical school setting in 
Kuwait. As noted, in order that potential confounding factors could be eliminated and 
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as true a representation of the situation as possible could be gained, it was necessary 
to adopt a systemic and inclusive approach and to explore differences between the 
observations of groups to the greatest extent possible. From this emerged a picture of 
such Kuwaiti schools, with findings that included some significant differences 
between the groups as well as between grades and gender, and also that identifiable 
relationships existed between some forms of behaviour and educational achievement 
despite the differences between the observations of groups (parents, teachers and the 
researcher). Such an approach was guided, as noted, by concerns expressed in the 
literature, as well as by support for the importance of using a systemic approach, for 
example by Van Voorhis (2003); Mooij and Smeets (2009) and Seginer (2006). 
 Thus, Study 1 provided a foundation against which the results of this study 
could be used to consider the extent to which a significant intervention, in the form of 
teacher training with regard to special needs within mainstream schools, provided 
efficacy with regard to dealing with behavioural problems and, if this were the case, 
the extent of this efficacy. Therefore, this study (Study 2) provides points of 
comparison with Study 1 in terms of support (or otherwise) for the results obtained. 
The aims and objectives set out for this study are encapsulated within three research 
questions (see above) and the first two of these are concerned with comparisons with 
the results of Study 1, while the third relates to the aspect of the inclusion programme 
that was concerned with the management of behaviour. The most conducive approach 
is therefore to discuss each issue in turn by relating directly to the research questions. 
One point which can be made is that while an important element in the addressing of 
research questions 1 and 2 is references to supportive or non-supportive literature, it is 
also of primary importance that the results of this study are compared with those of 
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Study 1, which entails the highlighting of relevant findings from each study (in order 
that such comparisons can be made). This was not necessary for research question 3 
and so the structures of the following first two sub-sections are somewhat different to 
the third. 
 
 4.4.1 Research question 1 
 The first research question asked about the extent to which behavioural traits 
and norms found in Study 1 existed in the schools studied in Study 2. Following a 
systemic approach, it can be recalled that the literature led to an anticipation that the 
results of Study 1 would be likely to show differences in the reported nature and 
levels of behavioural traits among students between parents and teachers. This may be 
because the attention given by teachers is more narrowly focused on one area of 
students’ lives, while parents take a wider and more social view of the wellbeing of 
their children (Mooij & Smeets, 2009); that teachers may make comparisons among a 
wider peer group, something not available to parents (in terms of comparators); that 
factors causing behavioural problems at home may be different from those at school 
(Gutman & Vorhaus, 2012) and that children may have mild forms of ADD or ADHD 
which are not sufficient for diagnosis but which are more noticeable for the parent as 
a care giver to an individual rather than as a provider of education to whole classes. 
However, while differences may have been anticipated in both studies, it was also 
important that the differences were broadly similar in the traits of behaviour within 
the AHQA and SDQ measures as reported by parents and teachers. If, for example, it 
had been found that parents reported higher levels of behavioural problems than 
teachers in traits in one study, while the opposite were true for another, the nature of 
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the differences rather than the fact of them existing may have suggested sufficient 
levels of atypicality between the two studies to question the representativeness of the 
schools in Study 2, and may thereby have meant that unwanted confounding factors 
existed. 
 However, this was not the case and this can be broadly seen in the findings 
with regard to AHQA and, more extensively, in the SDQ results. For example, the 
main effects for Study 1 AHQA showed significant differences in the scores for both 
Inattention and Hyperactivity, while Study 2 showed statistically significant 
differences between Hyperactivity but not for Inattention. However, in both studies 
and for both measures the ratings of parents were higher than those of teachers, a 
finding supported by Maras and Kutnick (1999), who argued that teachers may not 
fully understand the needs of students as individuals as well as by Mooij and Smeets 
(2009), who argued that schools often lack integrative and inclusive structures and 
therefore teachers provide a nuanced view of their students. 
 The important and consistent pattern and direction of the general finding that 
parents provided higher ratings of behavioural traits was also found in Study 1 for 
SDQ and the same is the case for Study 2. The results, for example, show no 
statistically significant differences between parent and teacher scores in Hyperactivity 
and this is in line with Study 1, where no statistical difference between parents and 
teachers for this measure was found. For the Emotional Symptoms Scale, statistically 
significant differences were found between parent and teacher scores for all three 
categories of school (high and low inclusion and control), and with parents providing 
higher scores in each case. The same was found in the results for Study 1, again with 
parents giving higher scores than teachers. The same was true for Conduct problems 
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and the Pro-Social Scale, where statistical significance was found for this study, as it 
was in Study 1, again with parents providing higher scores than teachers. With regard 
to Peer Problems, no statistical significance was found between the scores of parents 
and teachers, and this is the same as was found for Study 1. It can thus be seen that 
with regard to parent and teacher ratings of behavioural traits, the findings from this 
study are entirely consistent with those of Study 1, with the exception of AHQA 
Inattention. In every case, furthermore, where statistical significance was found, it can 
be reiterated that parents produced higher scores than teachers. 
 AHQA and SDQ results also allowed for comparisons to be made between 
grades and it is again noted that the findings for grade were broadly similar in the 
traits of behaviour within the AHQA and SDQ measures as reported by parents and 
teachers, for example in Grade 4 being higher than Grade 5 in all cases where 
significant differences were found (the Pro-Social scale showed higher results in 
Grade 5 but, as has been previously noted, the direction for this scale is in the 
opposite direction to the others as higher scores meant an evaluation of higher levels 
of pro-social behaviour). In summary of these findings, it can again be asserted that 
with three exceptions (AHQA Inattention, SDQ Conduct Problems and SDQ Pro-
Social), the results from this study (Study 2) are commensurate with those found from 
Study 1. It can also be noted that the Cronbach Alpha scores for reliability are similar 
in terms of differences between parent and teacher results. 
 Thus, in terms of the first research question concerning parents and teachers 
AHQA and SDQ behavioural ratings, it can indeed be argued that the behavioural 
traits and norms found in Study 1 existed in the schools studied in Study 2 to a 
considerable extent. However, the systemic approach used in both studies also 
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included teacher and researcher observations. In terms of the literature, it can be 
reiterated that there are a number of views concerning observations and the 
considered importance and relevance of the person making them. For example, 
Maxwell (2001) makes the point that teachers are, in this regard, in an advantageous 
position as they have access to a range of information concerning their students; on 
the other hand, the nature of schools and their focus may mean that the type of 
information used is limited (Maras & Kutnick, 1999), while the value of independent 
and objective observations is highlighted by Coe et al. (2014). 
 While these points made from the literature are useful areas of discussion, as 
they were in Study 1, it is relevant to repeat that the nature of the research question 
being considered means that the main emphasis of the discussion, of necessity, lies in 
comparing the results of the two studies as well as with relative alignment or non-
alignment with the literature. In order to do this, it is necessary to consider the results 
from both studies in order that comparisons may be made. One further point that can 
be made is that gender as a factor is included in these results and can therefore be 
discussed. 
 Study 1 found some differences in the observations and in the relative 
rankings of behavioural traits and these are that whereas the researcher rated Talking, 
Hyperactivity and School Rules as the main problems, teachers rated Talking, Outside 
Classroom problems and Aggressive Behaviour as the main problems. In Study 2, the 
researcher rated Hyperactivity as the main problem, followed by Talking and 
observing School Rules, across all three of the categories of schools studied. 
Teachers, on the other hand, rated Talking as the main problem in high inclusion 
schools, followed by Outside Classroom problems, Hyperactivity and observing 
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School Rules. For both low inclusion and control schools, teachers rated Outside 
Classroom problems as the main problem, followed by Talking and Hyperactivity. It 
is important that potential limitations that existed in the observations are noted and 
one important one is with regard to the potential for conscious or unconscious bias to 
have been present for the researcher. This is because he was not blind to the classes 
that were being observed and may therefore have favoured high and low inclusion 
classes at the expense of those from control schools. This is discussed further below. 
 Teacher observations were statistically analysed and the results of the tests 
showed that there were differences between the results of this study (Study 2) in 
comparison with Study 1, for example, with regard to gender and the issue of Talking, 
grade and School Rules. For Hyperactivity, Study 2 results showed non-significance 
for grade but significance for gender, while Study 1 results showed significance for 
grade, non-significance for gender and non-significance for the interactions between 
grade and gender and similar differences existed for Aggressive Behaviour and 
Outside Classroom. For Impolite Language, interactions between grade and gender 
were found to be significant in Study 2 but non-significant in Study 1, although for 
Taking Things, both studies showed the same results, with the main effect of grade 
being non-significant, for gender significant and the interactions were also non-
significant. 
 The results from researcher and teacher observations paint more of a mixed 
picture than was found for AHQA and SDQ results. On the one hand, the main 
judgments in terms of the important facets of behaviour show clear consistency in 
terms of researcher observations and, even though to a lesser extent, with some clarity 
in terms of those of teachers. This is because the same three areas were highlighted as 
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causing behavioural problems by the researcher across both studies and across all of 
the schools concerned, while teacher observations were consistent across both studies 
with regard to two of the main three categories highlighted, namely Outside 
Classroom problems and Talking. However, the relative lack of consistency in teacher 
observations (compared to those of the researcher) becomes clear through the 
statistical analysis of the results, where out of a total of seven comparisons for each of 
the three areas (Grade, Gender and interactions between them), the same results 
(significance/non-significance) were only found in 11 out of 21, namely three teacher 
behavioural categories for Grade, 4 for Gender and 4 for interactions between the two 
factors. On the other hand, it can be noted that in terms of generalities, there were 
clear similarities in the findings of Study 2 and Study 1, for example that males 
consistently scored more highly than females in all behavioural categories.  
 A further point, raised and discussed in Study 1, is the extent to which 
statistical significance should be taken as the primary measure of the extent to which 
there are relationships and/or differences between variables. It can be recalled that it 
may be seen as being absurd by some, for example Schuele and Justice (2006), to 
draw an arbitrary line of significance and to take anything below it as being 
significant and anything above it as being non-significant. On the other hand, it was 
largely on the basis of statistical evidence that interim conclusions were drawn 
regarding the similarities between parent and teacher ratings in the AHQA and SDQ 
questionnaires, and it would be inconsistent therefore not to pay regard to the 
statistical analysis of teacher observations. Nevertheless, there was further evidence in 
the section dealing with AHQA and SDQ results, for example from descriptive 
statistics, which supported the findings. In this section, there is also other evidence, 
BEHAVIOUR AND ACADEMIC ACHIEVEMENT IN KUWAIT PRIMARY 
SCHOOLS   202 
 
 
 
notably the researcher observations, which support the similarities between Study 1 
and Study 2. Based on these points, as well as a contention that the variations in 
teacher scores add to their potential lack of reliability, it is held that the weight of 
evidence supports a belief that in the most important areas of the study, the results of 
Study 2 are validated by those from the Study 1. 
 Taken with the discussion concerning AHQA and SDQ scores, it is held that 
in broad terms, the results discussed in this section support an answer to the first 
research question, which is that the behavioural traits and norms found in the 
foundation study (Study 1) existed in the schools studied in Study 2 and that this 
support is against a challenging background of the use of systemic theory and the 
multiple truths that potentially exist within such an approach. However, the fact that 
sufficient similarities were found between Study 1 and Study 2 to answer the first 
research question does not necessarily mean that the critical issue of connectivity 
between behaviour and educational achievement exists in Study 2, even though it was 
found to exist in Study 1. This leads to the second research question. 
 
 4.4.2 Research question 2 
 The second research question asked about the extent to which the associations 
between behaviour and educational achievement found in Study 1 exist in the schools 
studied in Study 2. It is important to again reiterate the point made with regard to the 
structure of the section – that while areas of the literature are important within the 
wider context, it is also necessary to repeat at least some of the results from both 
studies in order that comparisons may be made. 
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 That connections and relationships may exist between behaviour and 
educational achievement is noted by a number of authors and researchers. For 
example, Farcas, Grobe, Sheehan and Huan (1990) found that behaviour in terms of 
complying with school rules contributed towards educational success and Alexander, 
Entwisle and Horsey (1997) found in their longitudinal research among Baltimore 
school children that attitude and behaviour were an influence on dropout rates (and 
therefore educational attainment) when measured independently of socio-
demographic factors. Eccles (1999) posits that through factors such as confidence, 
school children may develop behavioural patterns that will influence their orientation 
with regard to achievement and Everatt et al. (2011) found, within an Arabic-speaking 
context, that there were relationships between measures of mathematics and literacy 
and measures of behaviour (hyperactivity and impulsivity). 
 Such connectivity was also found in Study 1, particularly in some important 
areas of behaviour, notably Inattention and Hyperactivity. In this study (Study 2), 
partial correlations were undertaken for the schools in terms of their separation into 
three groups and it can again be highlighted that the yes/no requirements of statistical 
significance, alongside the variations and differences between key groups that 
systemic theory inevitably brings, would be likely to lead to inconclusive results. 
While this is the case in some areas of measured behaviour, it is not so in some key 
traits. It is, for example, striking that of a total of 18 statistical tests across all schools 
and grades for teacher AHQA Inattention and educational achievement results 
(reading, maths and spelling), there were significant partial correlations in 15 of them. 
Furthermore, that of a total of 18 similar tests between teacher SDQ Hyperactivity and 
educational achievement, there were significant partial correlations in 13 of them. 
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Despite the observed limitations of teacher observations when generalised, 
furthermore, some important results emerged even from this measure, for example out 
of a total of 9 partial correlations across all schools and grades between Hyperactivity 
and educational achievement, 5 showed statistical significance and for Outside 
Classroom there was significance in 8 out of 9 measures taken. 
 These results lead to two important inferences. One is that the associations 
found from Study 1 between educational achievement and some behavioural traits 
were also found in the separated groups of schools in Study 2, thus providing yet 
further vindication of the ‘typicality’ of the schools used and another is that in view of 
these associations, it may be inferred that differences between the schools in terms of 
educational achievement may be associated with behaviour, at least in some important 
areas of it, and may therefore also be associated with the intervention.  
 The opportunity was taken in terms of associations between behaviour and 
academic attainment to consider all of the six schools from Study 2 together. It is 
acknowledged that this does not provide a direct comparison with schools in Study 1 
because four of the six schools (in Study 2) had received inclusion training. On the 
other hand, the potential for associations could be considered using a much larger set 
of data. The results of this analysis (see tables 4.19 and 4.20) showed statistically 
significant partial correlations, based on parent questionnaires, between reading and 
AHQA Inattention and SDQ Hyperactivity, Emotional Symptoms and Peer Problems, 
between spelling and AHQA Inattention and Hyperactivity and SDQ Hyperactivity, 
Emotional Symptoms and Conduct Problems and between mathematics and AHQA 
Inattention and SDQ Hyperactivity, Emotional Symptoms, Conduct and Peer 
Problems. The results also showed statistically significant partial correlations, based 
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on teacher questionnaires, between reading and AHQA Inattention and SDQ 
Hyperactivity, Emotional Symptoms and Pro-Social, between spelling and AHQA 
Inattention and SDQ Hyperactivity, Emotional Symptoms and Pro-Social and 
between mathematics and AHQA Inattention and SDQ Hyperactivity, Emotional 
Symptoms and Pro-Social. 
 In sum, statistical significance was found in 15 out of 21 behavioural 
categories and in 12 out of 21 categories for parent and teacher questionnaire ratings 
respectively in terms of significant associations with educational attainment, which is 
commensurate with the findings for the separated school groups (see above). The 
value in this aggregation of the schools is that a clearer comparison can be made in 
terms of the results from Study 1. In these terms, results from the same test for 
schools in Study 1 showed significance in three out of 21 and nine out of 21 partial 
correlations for respectively for the same categories and the same tests from Study 1. 
There may be a number of possible explanations for the differences between the two 
sets of results. One is that the schools for Study 2 were considerably different to those 
used in Study 1 (although it should be noted that there are no indications from the 
efforts made to ensure similarities and from other results that this is the case). Another 
is that parents and teachers were influenced (in four of the six schools) by the fact of 
them being inclusion schools (and their ratings were therefore influenced by this 
knowledge). Another is that the effects of inclusion training were not sufficient for 
significance to be found in other measures within this study but, within a larger set of 
data, they were. However, it is important to emphasise that these are possible 
(speculative) reasons and it is acknowledged that there is insufficient data for them to 
be proposed as anything more than possibilities. 
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 In summary, the answer to the second research question, it is held, is that some 
important associations between behaviour and educational achievement found in 
Study 1 exist in the schools studied in Study 2; indeed, in the aggregate these 
associations are, if anything, stronger. Having addressed the first two research 
questions, and thereby found vindication of the schools used in this study in terms of 
patterns of behaviour and connectedness between behaviour and educational 
achievement within a systemic framework, the final research question can be 
addressed. 
 
 4.4.3 Research question 3 
 It is important to emphasise that the results from Study 1 are not claimed as 
being representative of all primary schools in Kuwait and therefore they do not 
represent an absolute basis for comparison with the results from Study 2. 
Nevertheless, it is noteworthy that the considerable differences between the various 
stakeholder groups used within a systemic approach existed in both studies. The 
question that this part of the discussion has to consider is whether, within the array of 
multiple findings that have emerged, some consistencies can be observed which 
consider the question posed in Research Question 3, namely the extent to which 
differences in behaviour and educational attainment exist across different categories 
of schools and which can, to an extent at least, therefore be associated with one aspect 
of the intervention (teacher training) in inclusion schools compared with other 
schools. In order to address this question, several further points must be examined, 
which are to consider: 
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 The extent to which there are differences between the categories of schools in 
the observed behaviour of students 
 The extent to which there are differences in the levels of educational 
achievement between the categories of schools observed 
 The extent to which the differences in observed behavioural traits across the 
observing groups may be due to the intervention (teacher training), which in 
turn will depend on the extent to which high inclusion schools had lower 
levels of observed behavioural traits and higher levels of educational 
attainment compared with low inclusion and control schools 
 
 One important point that emerged from the literature, as well as from results 
that were consistent across both studies 1 and 2, is that reported behaviour and 
educational attainment shows considerable improvement consistently from Grade 4 to 
Grade 5. This leads to the anticipation that there would be likely to be considerable 
differences in the effect of the intervention between the grades because an important 
element of observed change between the grades occurs without any intervention and 
therefore the basis for measuring change is at a lower level in Grade 5 than in Grade 
4. 
 The most consistently applied measure of behaviour across both studies and 
across all of the schools came from the researcher. This is self-evidently because only 
one person was involved in making these observations and therefore it is a single truth 
source. While this may be seen as having limitations in terms of systemic theory, 
these observations provide a relevant starting point against which to consider the 
further multiple truths that emerged from other measures. Across the high inclusion 
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schools, with the exception of one relatively minor category (Impolite Language) 
where low inclusion schools had a slightly lower score, and the least significant 
category (Taking Things), where high and low inclusion schools had the same score, 
the scores per student from researcher observations were consistently and 
considerably lower for high inclusion than either low inclusion or control schools. 
 While emphasising that these results are not based on inferential statistics and 
are not being held as providing any level of definitive evidence of behavioural 
differences, the finding of such differences from one consistent source may be noted, 
even if the wider conclusions do not concur with them in terms of significance, and 
despite the regrettable fact that the researcher was not ‘blind’ to the inclusion status of 
the groups as he observed them. A similar picture emerges from the results based on 
gender comparisons, for example where the most highly scored category for boys in 
high inclusion schools, Hyperactivity (3.68), was nearly half that of low inclusion 
schools (7.62) and considerably less than the 5.93 average observations per student in 
control schools. In similar vein, the scores per student for girls were 1.53 for high 
inclusion schools compared with 2.97 in low inclusion schools and 3.08 for control 
schools. Again, such differences had some consistency across all behavioural traits for 
boys and girls, with high inclusion schools having the lowest scores per student in 
five out of seven categories of behavioural traits for  boys and the lowest scores in 
four categories for girls, in both cases with the highest scores in none. With regard to 
the three categories of behaviour which were by far the most highly scored by the 
researcher (Hyperactivity, Talking and School Rules), furthermore, boys had the 
lowest scores in all 3, while girls had the lowest scores in 2 (Hyperactivity and School 
Rules). 
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 However, the consistency with which the researcher scored high inclusion 
schools lower than both low inclusion and control schools across the behavioural 
traits is not so clear when comparisons are made between these statistics based on 
grade. This may alleviate some of the bias concerns noted because if the differences 
between inclusion and control schools were based entirely on researcher bias, it would 
have existed across both grades 4 and 5. This is clearly not the case because while the 
researcher rated high inclusion schools lower than low inclusion and control schools 
in both Hyperactivity and Talking, the differences were not so pronounced for Grade 
5, with the average score per student for Hyperactivity for boys in that grade being 
4.43 and 2.91 respectively for high inclusion schools. The respective figures for low 
inclusion schools were 6.51 and 3.56 and for control schools 6.03 and 3.45. For Grade 
5 Boy School Rules, furthermore, the researcher scored high inclusion schools most 
highly, with an average of 2.30 compared with 1.56 for low inclusion schools and 
2.17 for control schools. 
 Thus, the descriptive statistics for researcher observations show consistently 
lower results for high inclusion schools but this consistency is far less pronounced for 
Grade 5 compared with Grade 4. The possibility therefore exists that some of the 
differences observed were due to actual behavioural differences rather than bias. 
 From this, attention can now turn to other groups and to the results of their 
observations. With regard to AHQA and both Inattention and Hyperactivity, no 
statistical significance was found between the three categories of school. For SDQ 
and Hyperactivity, statistically significant differences were found between the 
schools; low inclusion schools had significantly lower hyperactivity ratings than high 
inclusion schools and parents rated hyperactivity significantly more highly than 
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teachers in low inclusion schools. Although non-significant, further analysis found 
that high inclusion schools had higher scores in Grade 5 than in Grade 4, while the 
opposite was true for low inclusion and control schools. For SDQ Emotional 
Symptoms, there were no statistically significant differences between the categories 
of school and the same was found for Conduct Problems. This was also the case 
between schools with regard to Peer Problems and for SDQ Pro-Social. Further 
analysis of interactions between schools found, in the case of AHQA both Inattention 
and Hyperactivity and SDQ Hyperactivity, that parent ratings were statistically 
significantly different to those of teachers in high and low inclusion schools but not in 
control schools. 
 For teacher observations, statistical significance between the schools was 
found in all behavioural categories, with the exception of Outside Classroom, 
although low inclusion schools showed consistently lower incidence of behavioural 
problems than both high inclusion and control schools. Significance was also found in 
Post-hoc (Scheffe) tests for the main effect of schools between low inclusion and 
control schools and low inclusion and high inclusion schools in all of the teacher 
observations (with the exception of impolite language). In each case, however, 
statistical significance was not found between high inclusion and control schools. 
 The findings for teacher observations appear to contradict the other findings in 
this section. One explanatory possibility is that these results suggest that the effects of 
the intervention are limited and another is that the observations of teachers are 
nuanced, a finding that is commensurate with one strand of the literature, as discussed 
above and in Study 1. Further support for this latter contention comes from the 
discussion in Study 1, where it was anticipated that teachers were making 
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comparisons between students within the group, while the same is not true of either 
parents or the researcher. Thus, behaviour for teachers becomes relative within the 
class rather than being relative to a wider group, a possibility which may find further 
support in comparison with other findings, for example from the result which showed 
no statistically significant differences between high inclusion and control schools. 
Combined with the lower reliability scores for teachers in SDQ scores, this factor may 
be seen as rendering the teacher ratings as being less representative (despite the 
important associations with educational achievement) against the views of other 
groups and the AHQA and SDQ results as being diluted by the scores given by 
teachers. These results may also be seen as being important in terms of providing 
some strong justification for the undertaking of Study 3. Nevertheless, it is important 
to emphasise that the overall findings with regard to school differences do not support 
a proposition that inclusion training has a significant effect on behaviour.  
 This part of the analysis of results addresses the first (bullet) point (above – 
this section) with regard to observed differences between categories of schools in the 
behaviour of students. It has been found that in one series of observations 
(researcher), such differences were observed but in terms of other observations and 
scores and in terms of that which could be statistically analysed, no consistently 
significant differences were found. 
 This next part of the findings gives consideration to the second bullet point 
(see above – this section), which is the extent to which there were important 
differences in educational achievement between the categories of schools. In terms of 
the statistical tests conducted, there is support for the point made (above, this section) 
with regard to differences that exist between grades based on developmental changes 
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that occur between age groups (rather than on interventions). This can be seen in the 
finding that while there were statistically significant differences between grades for 
low and control schools for spelling (Grade 5 higher than Grade 4), no such statistical 
significance was found for high inclusion schools. The possibility is that if the 
intervention had an effect in Grade 4, this was moderated by other changes that 
occurred as the children progressed from Grade 4 to Grade 5, which would effectively 
suggest that the intervention had no meaningful effect across the two grades. 
 This point finds support when the descriptive statistics alone are considered 
because while high inclusion schools had the highest scores in all three of the 
educational achievement measures for Grade 4, in the fifth grade they had the middle 
score in all of them. It would further be anticipated that the effects of the intervention 
would be most likely to be most profound among the lowest performing students and 
this, again, is supported by descriptive statistics, where there were the least number of 
children within the lowest 25% from high inclusion schools for mathematics and 
literacy compared with low inclusion and control schools, although the non-
significance found from the chi-square tests suggests that an appropriate level of 
rationalising must be exercised in considering the relative impact of these differences. 
In summary, it is held that while descriptive statistics indicate the possibility that the 
intervention may have had some effect in Grade 4 and among children with the lowest 
educational attainment scores, any effect was not to levels of statistical significance. 
Therefore, the finding is that there are no significant differences in the levels of 
educational attainment between the categories of schools. 
 As in Study 1, and as has been confirmed in this one, there are considerable 
differences between the researcher observed behaviours and those reported by the 
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teachers and a further possibility exists, which is that this result may be due to the 
teachers being unfamiliar with the students. However, the vast majority of teachers 
reported that they could recall the child's face when reading their name (505 teachers 
out of a total of 513) and most indicated that they taught classes that the child 
attended at least five times per week (out of the 513 teachers, 214 stated that the child 
was in 5 to 6 classes per week that they taught, and 145 in 9 or more classes per 
week). Nevertheless, the majority of teachers reported that they had been teaching the 
children for 2 months or less (380 out of 513 responses and only 33 for more than six 
months), which suggests that although they may have felt a certain level of familiarity 
with the children, this had been only for a short period of time. There could, 
furthermore, also have been the influence of other factors such as teachers not being 
able to spot all of the behaviour of the students, which may have arisen when they 
concentrated on other tasks or they had a different conceptualization of behavioural 
problems to the researcher, a point which has been discussed in both this study and in 
Study 1 as well as within the literature. Indeed, the expectation that there would be 
differences between stakeholder groups and even limitations in the observations and 
reported perceptions of teachers was a motivation for the design and approach of the 
study in terms of systemic theory. In this sense, the differences found provide support 
for the adoption of such an approach and this may be seen as a strength of this study. 
Nevertheless, and in also taking account of parent scores, the response to the third 
bullet point (see above – this section) and to the third research question overall is that 
high inclusion schools were not significantly different from other categories of 
schools in terms of behaviour and educational attainment. Therefore, the teacher 
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training aspect of the inclusion project did not result in significantly lower levels of 
poor behaviour and higher levels of educational attainment in the grades studied. 
 4.4.4 Limitations 
 One clear limitation for the study is that it is confined to a limited number of 
schools and is thus akin to a case study rather than a wider and more representative 
survey of a whole population. This means that it cannot be generalised beyond the 
schools studied, although the fact of a ‘baseline’ (Study 1) may enable some 
generalisations to be made. A further possible limitation/criticism is that the number 
of control schools compared to intervention schools is misbalanced, but it may be 
posited that there are three groups, each with two schools and that high and low 
inclusion schools were separated. The use of more control schools in this sense would 
potentially, therefore, attract criticism that the groups of schools were misbalanced in 
another direction. It can also be noted as a possible limitation that not all parents and 
teachers completed the questionnaires, the reasons for which have been discussed in 
Study 1. Potential researcher bias may also be seen as a possible limitation because it 
constrained the potential veracity and therefore inferences that could be made from 
this source. A final and important limitation is that the epistemological and 
ontological credibility of the findings are dependent upon the accuracy with which 
held values and opinions have been expressed by the participants. 
 
 4.4.5 Conclusion 
 It was anticipated that a study that attempted to embrace systemic theory and 
the ecological web described by Bronfenbrenner (1994) would be likely to reveal 
multiple and sometimes contradictory truths that defied the potential to establish 
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single realities. This has, indeed, been the case but against this background, it 
becomes clear that the associations between behaviour and educational attainment 
have been established in a Kuwaiti primary school context; indeed, if anything the 
results from this study cement more firmly these associations. Thus, despite some 
differences in views expressed, notably by teachers, there is sufficient evidence to 
propose that the findings in this study have sufficient similarities with Study 1 to 
accept that a relationship between behaviour and academic achievement may be a 
typical feature Kuwait primary schools. Therefore, the response to the first and second 
research questions is that the behavioural traits and norms found in this study are 
similar to those found in Study 1 to an important extent, and that this includes an 
association between behaviour and educational achievement. 
 This leads to the third research question concerning differences in behaviour 
and educational achievement being associated with the intervention due to different 
results between categories of school, and specifically to lower levels of behavioural 
problems and higher levels of educational achievement in high inclusion schools. 
Based on the findings and analysis of them, within a systemic approach based in 
scientific research principles, it is held that while descriptive statistics, for example 
from the researcher observations, may suggest more than superficial effects from the 
part of the inclusion project concerned with classroom behaviour, confounding factors 
(such as bias, the fact that teachers knew whether they had been inclusion trained or 
not – and therefore had a better understanding of the implications of their ratings) 
weigh against any conclusive inferences being drawn from these sources. If statistical 
significance found a preference for any school grouping, it is low inclusion schools, 
which may question the value in the separation of the schools into groups and the 
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methods used to determine those separations. In sum, no differences in behaviour or 
academic attainment can, as a result of this study, be firmly associated with the aspect 
of inclusion training concerned with classroom management. 
 While a further question may be asked, which is whether the measures 
employed were the most appropriate, and whether alternative measures may have 
produced different results, it is clear that the pivotal role of the teacher has been given 
further emphasis in this study and in Study 1. This leads to the third and final study 
conducted within this thesis. 
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Chapter 5: Study 3 
Investigation of teachers’ views on teaching issues and problem behaviour 
5.1 Introduction 
 The two previous studies conducted in this thesis set out to investigate a 
number of factors relating to primary school education within the Kuwait Education 
system generally and with regard to the inclusion programme specifically. It can be 
recalled that the inclusion programme, instigated by the government, aimed to 
improve educational standards by providing existing teachers with further training in 
special needs that could be applied within the mainstream system. The rationale for 
such training was that if provided with insights and understanding of needs that exist 
among children within the mainstream system, needs which include indications but 
not diagnosable symptoms of ADHD and other forms of behavioural disorders, 
teachers would be better equipped to reduce behavioural problems and this, it was 
anticipated, would have a positive impact on educational achievement. 
 This led to the motivation for the overall study, which has been set out and 
described in an earlier chapter. The parameters for the thesis included the necessity 
for a study (Study 1) that would set out levels of behaviour and educational 
achievement in two Kuwaiti primary schools. While not claiming that the results of 
this study were representative, they provided a point of reference for associations 
between behaviour and academic achievement in subsequent studies where 
comparisons between inclusion (intervention) and non-inclusion (control) schools 
were made. A further parameter was that the studies (Study 1 and Study 2) should be 
set within a research design that followed systemic theory. Based on this theoretical 
perspective, key important stakeholder groups were included to gain a wider 
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understanding of the levels and interpretations of behavioural traits from different 
perspectives. 
 Thus Study 1 investigated two schools (one for boys and one for girls). The 
study also set out a design and method which was followed in the main study (Study 
2). From this first study, it was found that there were considerable and sometimes 
statistically significant differences between the views, values and opinions of the 
stakeholder groups (parents, teachers and researcher observations). Despite these 
differences, however, it was also found that associations could be established which 
were common to the groups and their opinions expressed. Some of these findings may 
have been anticipated from the literature, but it is within a context where this work 
has the potential to make a unique contribution in terms of the cultural context of 
Kuwait, a context that has not previously been explored in such terms. Against such a 
background, it is relevant to note that the behaviour of boys was considered to be 
worse across most of the behavioural traits than girls, levels of behavioural problems 
were higher in Grade 4 than in Grade 5 and that educational achievement was higher 
in Grade 5 than in Grade 4. 
 With the results of Study 1 established, Study 2 utilised the same methods and 
design as Study 1, including a similarly systemic approach, but where differences 
between inclusion and non-inclusion schools were considered. The results of the study 
confirmed that there were differences as well as similarities. For example, it found 
important differences in levels of behaviour, as reported by most groups, and 
associations between these and the educational achievements of students, particularly 
in Grade 4, and particularly among the lowest performing students. In one descriptive 
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measure, levels of problem behaviour were notably lower in high inclusion schools, 
particularly in Grade 4. 
 However, one notable aspect from the results of both Study 1 and Study 2 
came from the reported levels of behaviour between teachers on the one hand and 
parents and researcher observations on the other. For example, in both studies it was 
found that the results of two questionnaires administered to parents and teachers 
showed that teachers consistently provided lower ratings of behavioural problems 
than parents and in some areas, such as Hyperactivity, Emotional Symptoms, Conduct 
Problems and being Pro-Social, the differences were statistically significant. Indeed, 
the consistency of these differences across both studies was noted, with only one 
category (Inattention) showing statistical significance in one study but not in another. 
With regard to the results of teacher and researcher checklist observations, again there 
were considerable differences in the assessments made because while the researcher 
considered the main problems as being Talking, Hyperactivity and School Rules 
across both studies, teachers rated Talking, Outside Classroom  problems and 
Aggressive Behaviour (for male students) as the main problems in Study 1, while for 
Study 2 teachers rated Talking as the main problem in high inclusion schools, 
followed by Outside Classroom problems, Hyperactivity and observing School Rules. 
For both low inclusion and control schools, teachers rated Outside Classroom 
problems as the main problem, followed by Talking and Hyperactivity. Perhaps of 
considerable relevance for this study, furthermore, is that the reported levels of 
behaviour by teachers had far less variance across the schools (inclusion and non-
inclusion) than those of the researcher, who found that the traits were far less 
problematic in high inclusion schools.  
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 As noted previously, a suggestion that such comparisons are dubious because 
the teachers rated individuals and the researcher rated classes can be dismissed for the 
obvious reason that the researcher observed and subsequently rated individuals within 
classes, as did the teachers. The issue of the researcher being blind to school 
classification has also been discussed at length in the previous chapter. To summarise 
the points made in this regard, while it is acknowledged that conscious or unconscious 
bias may have existed, the fact that the researcher did not find such stark differences 
between control and inclusion schools for Grade 5 suggests that bias may not have 
been the only reason for the differences found in his Grade 4 observations. 
 The reason for providing a summary and overview of some important parts of 
the previous two studies comes from a belief that they provide considerable 
justification for a study which considers the views of teachers with regard to teaching 
issues and behaviour, and specifically to these factors when contextualised against the 
purposes and aims of the inclusion project. In particular, the results from Study 2 
suggest that the part of the inclusion project concerned with classroom management 
was not successful in its stated aims and the possibility exists that a consideration of 
the attitudes and opinions of teachers may provide some insights into the reasons why 
the findings were as they were. Further justification for such a study also comes from 
a strong strand of literature concerning teacher motivation, attitudes and approaches, 
which in turn lead to the important consideration of what teachers may typically 
attribute the causes of poor behaviour to, the attitudes of teachers towards behavioural 
issues and the strategies they develop to deal with them. It also leads to a 
contextualisation of the role of teachers within systemic theory, where the views of 
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teachers can be explored with regard to other parts of the system and how they see 
these other parts having an impact on behaviour. 
 
 5.1.1 The teaching profession 
 While there was strong justification for the adoption of systemic theory and a 
systemic approach for studies 1 and 2, and while this continues to be the case for this 
study (in the sense that teachers are being investigated based on them being one of a 
number of stakeholder groups), the importance of teachers and schools and their 
centrality in terms of the educational process should not be underplayed. In terms of 
behaviour and its associations with educational achievement, Ross-Hill (2009) and 
Jordan, Schwartz and McGhee-Richmond (2009), for example, propose that the 
school and the teacher are central to the processes as well as to improvements in the 
processes because they provide the setting and the influences within which the 
behaviour and the educational achievement take place. Support for this self-evident 
proposition comes from a number of directions, for example Guthrie and Springer 
(2004) emphasise the importance of the education system with regard to controlling 
behaviour and thereby improving levels of attainment. Similarly, Van Overwalle and 
Jordens (2002) argue that cognitive dissonance emanates from inconsistencies 
between knowledge and cognitions that individuals have about their environment, 
behaviour and their self-concept. It follows that by influencing the learning 
environment through the lessening of such dissonance, schools and teachers may be 
more successful in improving behaviour and enhancing learning. Fundamentally, the 
education system and teachers within it have an important role in facilitating learning 
by paying attention to wider factors that may influence it – they may reduce their 
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cognitive dissonance by being more aware of and taking more account of wider 
factors that may have an impact on education. 
 A supportive environment will assist in developing levels of confidence 
among students and a failure to provide this may lead to some feeling inferior to their 
peers (Ciccarelli & White, 2012), for example by fulfilling the expectations that such 
feelings generate, and which may manifest in, behavioural problems. Children may 
also have added pressures and expectations from parents that, in a non-conducive 
environment, may enhance frustrations and therefore behavioural problems and the 
confluence of these contributory factors may lead to considerable behavioural 
problems, a point which is supported by Woolfolk (2001) in terms of behaviour being 
influenced by society and the environment. 
 However, while such observations in themselves have great value, this may be 
diminished if teachers are viewed as all being the same, responding in given ways and 
directions when prompted and guided. The extent of their motivational diversity can 
be exemplified from findings reported by Hargreaves, Cunningham, Everton, Hanson 
and Hopper et al. (2006), who found that UK teachers and trainee teachers expressed 
a range of reasons for pursuing a teaching career, which were grouped into five areas, 
namely fulfilment, a job which provided a comfortable status, personal and 
professional development, giving children a good start and that teaching is a 
challenging job. Of these, the two most highly rated categories by teachers and trainee 
teachers were fulfilment and giving children a good start in life, with fulfilment being 
further defined as meaning doing a job that made them able to feel proud of the work 
accomplished. Giving children a good start included helping them to become 
members of society and having an opportunity to promote understanding. However, 
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other factors such as having a job with a comfortable status, had a wide range of 
relative importance placed on it by respondents, a reflection of the variations in views 
expressed. Also of importance with regard to the proposition and to this study is that 
the respondents were invited to comment on eleven other categories which may 
inspire them to teach. Of these, the one with the second least positive responses was 
teaching children with special educational needs and the one category from the whole 
study which received negative responses was that the fact of there being too much 
emphasis on too many government-inspired initiatives diminished teacher aspirations 
(Hargreaves et al., 2006). 
 If teachers find inspiration in their choice of career in a number of areas while 
not enjoying in any great numbers factors such as government initiatives and teaching 
children with behavioural problems and other special educational needs, the 
complexities that are involved in individual decisions to enter the profession should 
not be underplayed. While Ornstein and Levine (2006), for example, point out that 
following a teaching career begins with being persuaded to do so, they also emphasise 
that the motives can be practical, complex, varied and idealistic. Personal perceptions 
of education are cited by Skilbeck and Connell (2003) as being an attractive and 
important reason, but this implies that if these perceptions are important, it may mean 
that they endure through training and into actual teaching practices regardless of 
professional training that may contradict them. In such a sense, placing importance on 
the philosophical perspectives of an individual means that both the responsibility and 
the means of achieving educational success (and therefore self-perceived fulfilment) 
lies within the mind of the person rather than through adherence to prescribed paths 
and methods. From this it follows that if it is the responsibility of teachers to develop 
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a student to attain their destiny (Hale & Maclean, 2004; Nicol, 2007), then the extent 
to which they will follow prescribed teacher training methods will be likely to depend 
on the extent to which such methods are aligned with individual notions of what is 
fulfilling. How, it may be asked, can people enter a profession in order that they 
become intellectually fulfilled and make a valuable contribution to society (Kyriacou 
& Coulthard, 2000; Reid & Thornton, 2000) if they do not follow their own beliefs 
and values in terms of how these career aims may be achieved? When such enigmas 
are combined with the many variant reasons for entering teaching, as discussed, and 
including factors such as flexible work hours, a good salary and longer holidays 
(Ashiedu, 2012), the strong possibility exists that the views of teachers may not be 
fully aligned with the objectives and methods employed in an ambitious government 
project which aims to prescribe the ways in which behaviour may be improved and, 
through this, better educational outcomes attained. Bearing in mind that this study is 
not within the same cultural context as most of the literature cited, it is also important 
to note reasons why teachers may be attracted to the teaching profession in Kuwait. 
These reasons include high salaries, long holidays and that the schools are single 
gendered, which encourages females especially to teaching (69% of Kuwaiti teachers 
are female). In this sense, it is noteworthy that while such information has been cited, 
its sources are scant and based in newspaper reports and anecdotal evidence. This is, 
therefore, another area, alongside factors such as behaviour and academic 
achievement, that lacks research in a Kuwaiti cultural context. Seen against an 
educational system background that is substantially different to that of, for example, 
the UK (see discussion in Chapter 2 above), this study also has the potential to add to 
knowledge of education in a Kuwaiti and non-western context. 
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 In summary, it may be seen that the results of the two studies conducted 
within this work suggest that there are divergent views and evaluations with regard to 
teachers in their assessments of student behaviour – they were often less consistent 
and/or had lower ratings than the views of other stakeholder groups, factors that were 
found to be at statistically significant levels in many cases. Observations and findings 
from the literature support a notion of widely variant views among teachers and that 
there are numerous reasons and incentives for joining the profession. Taken together, 
these points suggest that considerable value may be obtained from investigating the 
views and values of teachers from the six schools who participated in Study 2 and the 
extent to which the views and values of teachers are held within a spectrum of 
multiple truths and perceived realities can be further explored with reference to 
attribution, attitudes and a further contextualisation of such factors within systemic 
theory. 
 
 5.1.2 Attitudes of teachers towards behavioural issues and where 
responsibility lies 
 Teacher and policy maker concerns about the behaviour of children have long 
been an area of debate and contention and at the heart of this debate are several issues. 
These include a popular belief within the teaching profession that the causes of 
behavioural problems lie outside of their control (Gibbs & Powell, 2011) but that even 
when this belief prevails, there is empirical evidence to suggest that teacher attitudes, 
approaches and strategies can be a positive influence on behaviour. For example, 
when teachers perceive themselves as being able at the management of classrooms, 
there may be a positive effect on the behaviour of their pupils (Gibbs & Powell, 
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2011). When such perceptions are low, they may adopt approaches and strategies that 
encourage behaviour to deteriorate, or to be exaggerated beyond its normal 
interpretation, for example in seeking to exclude children deemed to be problematic 
from their classes or even from the school (Gibbs & Powell, 2011). Another 
contentious and debatable point, supported by a discussion within a previous section 
(see above), is that strategies utilised by teachers are often based more on intuition 
and personal beliefs than in theory or policy-driven methods (Miller, 1995). A further 
aspect, perhaps more peripheral but nonetheless relevant in terms of attitudes and 
approaches, is that it is not uncommon for teachers, when they see improvements in a 
child’s behaviour within their classrooms, to attribute their success to their own 
initiatives and methods (Miller, 1995) rather than to the child themselves, parents or 
other influences. 
 Within this mix of perceived efficacy, where responsibility lies and a focus on 
the individual teacher is another line of enquiry that places emphasis on ‘staffroom 
culture,’ a belief that within the confines of the whole school, the individual beliefs of 
teachers can become contextualised within a wider set of beliefs and values (Miller, 
2003). In this setting, a teacher will act in a more collectivist manner, espousing the 
values and beliefs that have emerged from a sort of social construction within the 
school. A further aspect of the development of the psychology of classrooms and 
schools can be seen in terms of the interactions and boundaries between parents and 
teachers, one which acknowledges that “young people move between the social 
systems of home and school, radically different in psychologically different ways, 
even in those households where the value of schooling is enthusiastically promoted” 
(Miller, 2003, p. 3). 
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 Evidence that supports these differing and in some respects contrary issues can 
be seen in the findings of research by a range of writers; for example, in his 
qualitative study involving 24 teachers, Miller (1995, p. 457) found that teachers 
apply different models of attribution to “pupils, parents and themselves,” a result 
which the author uses to postulate that approaches to the ways in which teachers 
construe difficult behaviour should be at explicit and individual levels.  
 With further regard to teacher self-efficacy, Gibbs and Powell (2011) found 
from their quantitative study among 197 teacher participants from 31 schools in the 
north east of England that the self-efficacy of teachers existed in three areas 
(classroom management, the engagement of children and instructional strategies) and 
that it was strongest in classroom management. Perhaps of greater significance is the 
finding of a negative correlation between the collective beliefs of the teachers and 
numbers of students excluded, which leads Gibbs and Powell (2011) to contend that 
the addressing of external influences mitigated some of the effect of socio-economic 
deprivation. 
 However, further studies into this complex area of education and behaviour 
either contradict such findings or place emphasis on different aspects of it. In an 
article reporting on research findings from a study among primary school teachers in 
Australia, and which may be seen as having some particular points of relevance for 
this study, Cluines-Ross, Little and Kienhuis (2008) found that self-reports of 
classroom issues by teachers accurately reflected actual practice, that even minor 
behaviour problems are a common concern for teachers, that considerable time was 
spent by teachers on dealing with misbehaviour and that “the use of predominantly 
reactive management strategies has a significant relationship with elevated teacher 
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stress and decreased student on‐task behaviour” (Cluines-Ross et al., 2008, p. 693). 
Poulou and Norwich (2000) focused the attention of their research among teachers in 
Athens on causal attributes, emotional and cognitive responses as well as on the 
coping strategies employed by teachers. With 391 teacher participants from 60 state 
schools, the results suggest, in contrast to the findings of other studies, that teachers 
saw school and teacher factors as being causes of emotional and behavioural 
difficulties, that teachers felt sympathy for the children concerned and “perceived 
themselves as responsible, self-efficacious and inclined to help them” (Poulou & 
Norwich, 2000, p. 559). The teachers also reported that they used supportive measures 
that they as individuals felt were effective to deal with emotional and behavioural 
problems, which leads to a final conclusion that “teacher training becomes crucial as a 
process of adopting patterns of thought and strategies for responding to students with 
emotional and behavioural difficulties” (Poulou & Norwich, 2000, p. 559). While this 
conclusion is clearly supportive of the justification for the work in hand, other 
aspects, particularly an apparently different attributional cognition from other studies 
by the teacher participants, surely supports a belief that studies across cultures and 
even across sub-cultures are necessary if a true picture is to be built of this complex 
area of educational psychology, rather than the temptation of making generalised 
assumptions from studies of predominantly one culture and assuming that they have 
the same relevance across others. This point gains further support from other research, 
one example being Ho (2004), who found in a quantitative study that compared 
attributions between Chinese and Australian teachers that while both groups attributed 
misbehaviour more to students and less to teachers, Chinese teachers placed far more 
emphasis on family influences (collectivist cultural context), while those from 
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Australia placed more on the intrinsic attitudes and abilities of students 
(individualistic cultural context). In a sense, this study provides a focus and a 
meaningful rationale for the study in hand because it expresses cultural differences at 
a level that may have much wider and meaningful implications when considered more 
deeply. For example, the collectivist/individualist traits may mean different 
attributions with regard to parents and students but they also imply that success is 
attributed more to ability in individual cultures and more to hard work in those that 
are collectivist (Ho, 2004). This and other factors, in turn, may lead to different 
approaches to classroom management and learning expectations and paradigms 
because expectations based on ability assumptions compared to those based on hard 
work assumptions will surely affect teacher attitudes. As Ho (2004) further points out, 
and as previously noted, the Asian tradition expects responsibility for behaviour to be 
placed on teachers (perhaps because of the ‘hard work’ belief) to a greater extent than 
in western cultures – “western teachers tend to succumb to the self-serving bias in 
their attributions for student performance” (Ho 2004, p. 377). Yet the vast majority of 
studies are based on western cultural assumptions, which supports the justification for 
work such as that undertaken by Ho (2004) and which, it is held, supports this study 
and the others conducted in this thesis. 
 It can be seen that some relevant and interesting views and research findings 
have been elicited from the literature discussed in the preceding parts of this section 
and that the complexity and even elusiveness of the issue has not only become even 
more apparent but also that the need for further work exists. However, it can also be 
noted that one commonality among the studies is that they seek to elicit the views of 
teachers and it is in this respect, it can be argued, that some of the contrasts and 
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complexities exist. The reason for this, it can be posited, and as supported by the 
results of studies 1 and 2 as well as from the literature, is that teachers have a wide 
range of views that can be at variance when factors such as national culture, staffroom 
culture and educational policies are also considered. The points made also suggest 
that a different perspective would be a useful one and although not undertaken in this 
study, the obvious one is from the object of the discussions and the research – 
students themselves. While such studies are uncommon, one was undertaken by 
Miller, Ferguson and Byrne (2000) among first year secondary pupils from an inner 
city school. The quantitative (survey) results show that the pupil participants 
attributed misbehaviour to four factors, namely the “fairness of teacher’s actions, 
pupil vulnerability, adverse family circumstances” and the “strictness of classroom 
regimes” (Miller et al., 2000, p. 85). The most important of these four were the 
fairness of teacher’s actions and pupil vulnerability and the important point is made 
by the authors that these findings are considerably different from those found in 
studies of teachers and of their attributions, which suggests the possibility that 
emphasis on the values and opinions of one group within the ‘ecological web’ may 
produce unrealistically nuanced results. A further conclusion from the work of Miller 
et al. (2000) is that initiatives that fail to address different styles with regard to 
attribution are likely to be unsuccessful in positively changing behaviour in schools. 
However, it may be suggested that such a dogmatic conclusion should be moderated 
to one which suggests that policy and practice initiatives which do not attend to 
different attributional styles are likely to be less effective and therefore less successful 
than would otherwise be the case. A further implication that can be drawn from these 
and, indeed, other findings from this section, is that while teachers may be at the core 
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of the issue, the importance of other groups should not be ignored, which in turn leads 
to a discussion concerning systemic theory. 
 
 5.1.3 Systemic theory 
 Aspects of systemic theory clearly emerged from the previous section and, 
indeed, are a constant and core part of the study generally and of specific parts of it 
(systemic theory is discussed in detail in Chapter 2). However, it is necessary to 
emphasise how the factors that have emerged should be contextualised within this 
study. For example, if there is a tendency among teachers, particularly those who have 
not received appropriate training, to attribute misbehaviour to factors that are outside 
their control (Gibbs & Powell, 2011), they may see misbehaviour as being less their 
responsibility and more that of parents, and this will be reflected in the coping 
strategies adopted. This may, for example, lead to either more or less effort to 
communicate and discuss misbehaviour with parents, or may dictate the manner of 
that communication. If, on the other hand, teachers are more likely within some 
contexts (for example cultural or as a result of inclusion training) to see that they have 
some responsibility for behaviour, or see the responsibility as being shared, their 
approaches and strategies are likely to be different and potentially in more proactive 
and positive ways. The ‘staffroom culture,’ which means commonly held values and 
opinions among teachers of a school, found to be of importance by writers such as 
Miller (2003), may be seen as being influenced by systemic theory because the held 
group values and opinions are more or less likely to seek the inclusion and 
cooperation of parents as well as the wider interests of the school. By the same token, 
parents’ perceptions of attribution as well as the extent of their involvement within a 
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holistic view of behaviour will be likely to be influenced by their perceptions of 
teacher attitudes and attributions. With these points in mind, a study by Miller, 
Ferguson and Moore (2002) has relevance because it investigated causal attribution 
from the perspective of parents and found that the two most important attributes from 
this perspective at one inner city school were the “fairness of teachers’ actions” and 
“pupil vulnerability to peer influences and family circumstances” (Miller et al., 2002, 
p. 27). 
 Based on the discussion and literature reviewed in the previous section (see 
above), it becomes clear that there may be more alignment with pupil attributions by 
parents than with those of teachers, something which may imply the potential for 
stakeholder groups to become isolated from each other, to the possible detriment of 
educational achievement. Thus, systemic theory must be positioned at the core of this 
study because the extent and ways in which it is employed is likely to be a strong 
contributory factor towards an understanding of whether teachers who are inclusion 
trained may employ it more positively and proactively to the benefit of reduced 
behavioural problems and better levels of educational attainment. This leads to the 
setting out of the objectives of Study 3 and to the research questions that are 
addressed. 
 
 5.1.4 Objectives and research questions 
 Following the previous discussions, the objectives of this study are: 
1. To evaluate the attitudes, beliefs, values and perceptions of Kuwait primary school 
teachers. 
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2. To investigate the attitudes, beliefs and values of the teachers involved with the 
classes and grades of the three categories of schools (high inclusion, low inclusion 
and control) used for Study 2. 
3. To consider the extent to which inclusion practices with regard to classroom 
management are implemented in Kuwait primary schools. 
 The setting of these objectives leads to the research questions for Study 3: 
1. To what extent are there differences between the attitudes, beliefs and values of 
teachers who have been inclusion trained compared to those who have not? 
2. Regardless of the attitudes, beliefs and values of teachers, is there evidence that 
inclusion practices are being implemented? 
3. What are the attitudes, beliefs, values and perceptions of Kuwait primary school 
teachers with regard to classroom management and behaviour? 
 
Figure 5.1 below sets out a summary of this part of the study, which now proceeds 
with the methods that were employed in it. 
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Figure 5.1 Processes and procedures followed in Study 3 
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5.2 Method  
 5.2.1 Participants and Design 
 It can be recalled that Study 2 included two schools from each of the high 
inclusion, low inclusion and control categories identified in that study and that for 
each set of two, one was a school for boys and one was for girls only. The participants 
for this study were selected on an equally wide basis, determined by the distribution 
of teachers in each school. This meant seven teachers for each of the girls only 
schools (n = 21) and respectively eight, seven and six teachers from boys high 
inclusion, low inclusion and control schools (n = 21) were selected. A summary of 
participant characteristics is shown below in Table 5.2. The total sample size was 42, 
all of whom are female. All participants completed the questionnaires distributed to 
them, so the return rate was 100%. 
 As found in Study 2, teachers of grades 4 and 5 had some considerable levels 
of familiarity with the students that they taught, for example that they could recall 
almost all of the children’s faces and that all taught classes attended by these children 
at least five times a week. This is not to suggest that familiarity is a key component of 
this study but, rather, that the purposive selection of teachers based on them having 
been involved in the previous study and in having levels of familiarity does provide 
continuity between this work and Study 2. The similarity in characteristics of the 
schools used in studies 1 and 2 and of the teachers used in this study, Study 3, can be 
emphasised by noting, as noted in Chapter 4, that almost all of the students were 
Kuwaitis (80 to 90% of the student populations), that the socio-demographic profiles 
of their parents broadly matched those of the country as a whole and that the diversity 
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of the students with regard to tribal origins and that of the teachers with regard to their 
backgrounds were similar. 
 This study can be described as having a case study design in the sense that it 
investigates teacher attitudes, values and opinions across three schools and is 
quantitative in nature in the sense that the views of teachers were gained using a 
survey questionnaire and closed questions. Its design can also be seen as being post-
positivist and it employs inductive reasoning because it seeks relative rather than 
absolute truths (Leedy & Ormrod, 2010). However, although the study is quantitative 
and used a questionnaire as a survey instrument, there was an opportunity for the 
elaboration of some responses beyond the scaled possible responses and these wider 
values and opinions are included in the results (below). 
 Indeed, the administration of the questionnaire can be further elaborated upon 
– each participant was invited to complete the survey instrument in the presence of the 
researcher, who was therefore available to answer any questions and to provide 
clarification if necessary to all of the teacher respondents separately. Although the 
presence of the researcher may in itself have had a bias effect, that presence was 
considered to be positive in terms of alleviating the potential for survey bias. 
 
 5.2.2 Measures 
 As noted above, the views and values of teachers were collected by the use of 
a survey questionnaire and this had a total of 19 questions. As with any survey, the 
researcher was aware that its extent and the number of questions should represent a 
trade-off between gaining a sufficient amount of information without compromising 
the quality of that information by making it too long and detailed. In order to further 
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ensure that there were sufficient similarities between the participants across the 
categories of schools, it was important that the characteristics of the participants were 
established and these were gathered in the first group of questions asked. Once this 
information had been gained, the remainder of the survey consisted of questions that 
were concerned with the education system in Kuwait and its structures, student 
behaviour, teaching strategies and their employment, parents and peer influence and 
positive and negative teaching strategies. The sum of these questions provided an 
opportunity to gain an understanding of teacher attitudes, values and opinions with 
regard to teaching issues and problem behaviour among students in the schools and 
grades investigated in Study 2. The lack of evidence found in Study 2 for the efficacy 
of inclusion training, it is argued, strengthens the case for seeking to better understand 
these attitudes, values and opinions in this study, Study 3. 
 A further important consideration was the use of scales. As Malhotra (2006) 
points out, the key aim of a survey questionnaire is to convey the information 
requirements of the researcher into a number of clear questions that the participants 
can understand and answer with clarity. In order that such clarity is achieved, it is 
necessary that careful consideration is given to the number of possible responses 
offered (scales). If, for example, there are too many potential choices, it is likely that 
the ensuing variables created from the response options chosen will be too close in 
meaning; on the other hand, if they are too few, the information may not be specific 
enough to suit the requirements of the study. A further point that must be considered 
is whether there should be a mid-point neutral option (odd number) or no such option 
(even number). If the former is used, a high number of neutral responses may render 
the survey relatively pointless, while the removal of the neutral option may lack 
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validity because to have neither a positive or negative opinion is a credible viewpoint 
to hold. 
 With these points in mind, the researcher constructed the survey questionnaire 
based on an understanding that there were a variety of types of questions and that the 
extent of the scales would therefore also vary. Thus, as can be seen (below – 
following section and in Appendix 7), the number of response options used varied 
from 2 (yes/no) to 3 (disagree/neutral/agree or never/sometimes /always) and 5 or 6 
(to elicit a range of responses, for example from most effective to least effective). To 
ensure further clarity in terms of analysis, the numerals used differed across the 
questions, for example 0, 1, 2; 0, .5, 1 and Low 1 to 5/6 High.  
 It is also relevant to provide more details of the sections of the questionnaire 
as these give a more comprehensive overview of the rationale and directions of the 
study and the alignment of it with the study objectives and research questions. Within 
these details, it is also important to note that, in line with the systemic approach taken 
in the study as a whole and in order that optimal epistemological value could be 
sought, responses to sub-questions contained within questions 9 to 19 inclusive were 
grouped for analysis under appropriate headings, which in turn were contingent on the 
area in which the sub-question was set. These grouped responses included those 
directed towards the issue of the education system, the involvement of students, the 
involvement of parents and teachers, the educational environment, academic 
achievement, observation, peers and peer groups, student motivation, where 
responsibility lies and how strategies are perceived. Questions that elicited ‘other’ 
responses are not included within the statistical analysis but are qualitatively 
considered in the following (results) section. As noted, a full version of the 
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questionnaire is at Appendix 7 below and the specifics of the grouped responses are 
elaborated upon in the following section. 
 
Question 1 to 8 
 As noted, questions 1 to 8 were important in terms of enabling the grouping of 
teachers in various categories based on their characteristics. This opened the 
possibility of making inferences based on such groupings, although it is 
acknowledged that the small samples would make any inferences made tenuous. It 
also assisted with regard to making comparisons between teachers in terms of the 
grades taught, the subjects covered by them and whether they had received inclusion 
training or not. 
 The questions that followed (9 – 19), as noted above, were placed into groups 
under themed headings with regard to where problems were perceived and positioned. 
Before discussing the relevance and focus of the questions, these themed groupings 
are summarised in Table 5.1 below. 
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Table 5.1 Themed groupings that represent different aspects of the system examined 
in Study 3 
Perception Problems: Where does the responsibility lie? 
Thematic 
groups’ 
Student System Teacher Parents Peers 
Question 9 Cause of 
teaching 
problems (9.2) 
Cause of 
teaching 
problems 
(9.1) 
   
Question 10 Cause of 
attitude 
problems 
(10.1) 
Cause of 
attitude 
problems 
(10.2) 
   
Question 16 Consequences 
of 
misbehaviour 
(16.1) 
   Consequences 
of 
misbehaviour  
(16.2) 
Question 17 Cause of 
misbehaviour 
(17.3) 
 Cause of 
misbehaviour 
(17.2) 
Cause of 
misbehaviour 
(17.1) 
Cause of 
misbehaviour 
(17.4) 
Perception Solutions: How are strategies perceived? 
Question 11, 
12 and 13 
Focus of 
approach to 
learning (11.2, 
12.2, 13.2) 
 Focus of 
approach to 
learning 
(11.1, 12.1, 
13.1) 
  
Question 14 Action 
determines 
learning (14.2) 
 Action 
determines 
learning 
(14.1) 
  
Question 15   How is poor 
behaviour 
best 
assessed? 
(15.1, 15.2) 
  
Question 18   What 
strategies are 
most 
effective? 
(18.1, 18.2) 
  
Question 19    Focus of 
parental 
involvement 
(19.1, 19.2, 
19.3) 
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Questions 9 and 10  
 These questions sought to elicit and gain an understanding of the perceptions 
of the teachers in terms of the problems encountered within their teaching and how 
they perceive and have attitudes towards other parts of the ‘system (such as ‘there is a 
lack of practical facilities available’) and their perceptions of students’ attitudes to 
learning (such as ‘learning has become unimportant due to changes that have taken 
place in Kuwaiti social and economic structures’), which in turn may have enabled 
inferences and comparisons to be made with factors such as educational achievement. 
 With regard to the grouping of responses, those from the seven relevant sub-
questions for Question 9 were averaged into those that are concerned with the 
education system (sub-questions 9.1 to 9.4 inclusive) and those concerned with 
students (sub-questions 9.5 to 9.7 inclusive) and were statistically analysed 
accordingly. These are presented in the tables and discussion in the following (results) 
section as ‘9.1 – Educations system causes problems in teaching’ and ‘9.2 – Students 
causes of problems in teaching.’  
 With regard to the grouping of questions for Question 10, three of the four 
sub-questions (10.1, 10.3 and 10.4) were grouped as being concerned with students 
and are presented in the  following (results) section as ‘10.1 – student based problems 
with attitudes to learning.’ Sub-question 10.2 is concerned with the educational 
environment and is presented as ‘10.2 - Kuwaiti structures leading to problem with 
attitudes to learning.’ 
 
Questions 11, 12 and 13  
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 These questions were considered necessary in order that a better understanding 
could be gained of the strategies and approaches used by the participating teachers 
and to consider the extent to which teachers from the three categories of school (high 
inclusion, low inclusion and control) used these strategies in their classroom practices. 
 The six relevant sub-questions for Question 11 were grouped as being 
concerned with teachers (11.1 to 11.3 inclusive) and students (11.4 to 11.6 inclusive). 
The first group is presented in the following (results section) as ‘11.1 - Teacher 
focused approaches to learning: types used, while the second is presented as ‘11.2 - 
Student focused approaches to learning: types used.’ 
 For Question 12, the sub-questions were also grouped as being concerned with 
teachers (12.1 to 12.3 inclusive) and students (12.4 to 12.6 inclusive) and are 
presented below as ‘12.1 - Teacher focused approaches to learning: how often used’ 
and ‘12.2 - Student focused approaches to learning: how often used.’ 
 Question 13 was also grouped in the same way (teachers and students) with 
sub-questions 13.1 to 13.3 (inclusive) being presented as ‘13.1 - Teacher focused 
approaches to learning: effectiveness’ and sub-questions 13.4 to 13.6 (inclusive) being 
presented as ‘13.2 - Student focused approaches to learning: effectiveness.’ 
 
Questions 14 and 15  
 The purpose of these questions was to understand the approaches used by the 
teachers in determining how students learn and how they assess or evaluate students’ 
behavioural problems that occur in the classroom. 
 The five sub-questions for Question 14 were grouped as those relating to 
teachers (14.1 and 14.3) and those relating to students (14.2, 14.4 and 14.5). The first 
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is presented in the results section (below) as ‘14.1 - Teacher action to determining 
learning’ and the second as ‘14.2 - Student information to determining learning.’ 
 For Question 15, sub-question 15.1 was categorised as relating to academic 
achievement and is presented in the results section (below) as ‘15.1 - Academic 
assessment to determine poor behaviour,’ while sub-question 15.2 was categorised as 
relating to observation and is presented in the results section as ‘15.2 - Observation to 
determine poor behaviour.’ Sub-questions 15.3 to 15.5 (inclusive) were not included 
as the responses are all the same, a point which is expanded upon in greater detail in 
the results section (below). 
 
Question 16 and 17 
 The purpose of these questions was to understand the ways in which teachers 
from each category of school identified behavioural problems within their classrooms. 
 Question 16 is concerned with the consequences of student misbehaviour and 
has five scales (most to least frequent) in five areas. Those relating to loss of 
concentration, loss of learning interaction and loss of motivation were grouped as 
relating to students, while those relating to students being disrupted by peers and 
arguments in the classroom were grouped as relating to peers. The first of these 
groups is presented in the results section (below) as ‘16.1 - Consequences of 
misbehaviour on student’ and the second as ‘16.2 - Consequences of misbehaviour on 
peers.’ 
 The nine sub-questions of Question 17 are put into four groups, relating to 
parents, teachers, students and peers. The first of these (parents) utilised sub-question 
17.1 and is presented in the results section below as ‘17.1 - Parent causes of child’s 
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misbehaviour in classroom.’ The second (teachers) included sub-questions 17.2 and 
17.3 and is presented as ‘17.2 - Teacher causes of child misbehaviour in classroom.’ 
The third (students) included sub-questions 17.4 to 17.6 (inclusive) and is presented 
as ‘17.3 - Student causes of misbehaviour in classroom,’ while the fourth grouping 
(peers) includes sub-questions 17.7 to 17.9 (inclusive) and is presented as ’17.4 - Peer 
causes of child misbehaviour in classroom.’ 
 
Question 18 and 19 
 The final two questions sought to gain an understanding of the strategies, 
including the involvement of parents, used by participant teachers across the three 
categories of school to deal with behavioural problems within their classrooms. 
 The seven sub-questions for Question 18 were groups as being positive (sub-
questions 18.1, 18.2, 18.6 and 18.7) or negative (sub-questions 18.3 to 18.5 inclusive). 
These are respectively presented in the results section (below) as ‘18.1 - Positive 
strategies to reduce child’s bad behaviour’ and ‘18.2 - Negative strategies to reduce 
child’s bad behaviour.’ 
 The six sub-questions for Question 19 were categorised in three groups which 
are training parents, exchanging information and involving teachers and parents. The 
first of these included sub-questions 19.1 and 19.5 and is presented in the results 
section (below) as ‘19.1 - Involve parent through training.’ The second (exchanging 
information) included sub-questions 19.2 and 19.3 and is presented as ‘19.2 - Involve 
parent through exchange of information,’ while the third (involving teachers and 
parents) includes sub-questions 19.4 and 19.6 and is presented as ‘19.3 - Involve 
parent through classroom/school events.’ 
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 Before moving to the next (results) section, it is relevant to outline more 
precisely the procedures for the completion of survey questionnaires by the 
participants. The researcher visited each of the schools and asked that he be allowed 
to interview teachers who met the selection criteria (grades and subjects taught) and 
who were participants in Study 2. Each teacher was met individually and a maximum 
of two completed the survey at any one time. Prior to completion, the researcher 
introduced himself and explained the nature of his research. He also explained how 
many questions there were, that there was no time limit for completion and that they 
should ask him if any of the questions were unclear. With this proviso, and upon 
gaining their consent, the teachers were left alone to complete the survey in the 
knowledge that the researcher was available to answer questions if they wished to ask 
any. This survey (for Study 3) was conducted on a later and separate occasion to the 
data that was collected for Study 2. 
 This section has set out the methods adopted and used within the study. The 
articulation of them leads to the setting out of the results found and therefore to the 
third section of the study.  
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5.3 Results 
 As set out in the previous section, considerable importance was placed on the 
gaining of basic statistics concerning the characteristics of the teachers. As Table 5.2 
below shows, and commensurate with the culture of Kuwait, there were an equal 
number of participants from male and female only schools (all female teachers) and, 
as can also be seen, the teacher participants, with the exception of two of them, all 
taught the subjects that were tested in both Study 1 and Study 2. These subjects, tested 
in the previous studies, were in reading comprehension, spelling and mathematics (all 
in Arabic). The teachers had considerable teaching experience, with nearly half of 
them having in excess of 10 years, and most (n = 36) having been at their present 
schools for more than one year. More than two thirds (n = 29) had previously worked 
in an inclusion school and a majority (n = 24) had received inclusion training. 
Table 5.2 Characteristics of the participants  
Question Option High Low Control Total 
Question 3: Participants across schools Male school 8 7 6 21 
Female school 7 7 7 21 
Question 4: Teacher subject taught Arabic 5 4 5 14 
English 5 4 3 12 
Math 5 6 3 14 
Others 0 0 2 2 
Question 5: Teacher experience in teaching 10year and less 9 8 5 22 
11year and over 6 6 8 20 
Question 6:Teachers to specify experience at the 
school work with(how long have you been in this 
school)  
1 year and less 2 3 1 6 
More than a year 13 11 12 36 
Question 7:Teacher previous workplace Inclusion school 15 14 0 29 
Non- inclusion 
school 
0 0 13 13 
Question 8:Teacher involved in any training by the 
inclusion project 
Yes 12 10 2 24 
No 3
5
 4 11 18 
                                                          
5
 The fact that some inclusion school teachers indicated that they had not been trained and that some 
non-inclusion school teachers indicated that they had was a cause for concern that warranted further 
investigation. The inclusion project leader was consulted and he confirmed with absolute clarity that all 
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 5.3.1 Overview of survey results 
 Table 5.3 below shows the mean scores and standard deviations from the 
results of all questions from 9 to 19 inclusive. One point with regard to transparency 
and objectivity can be noted – for Question 15 the answers from all but two teachers 
were the same, which means that some of the responses (see below in Table 5.3) for 
that question were the same. Therefore, the researcher has taken into account an 
overall response from teachers but discarded statement no’s. 3, 4 and 5 from further 
statistical analyses. This means that only the responses to questions 15.1 and 15.2 
were analysed because there was no point in producing parametric statistics for the 
responses to questions 15.3, 15.4 and 15.5 (as the responses were the same). The fact 
of them having been grouped by school type means that the perceptions of teachers in 
this case could be separated on this basis and it can be observed that while these 
descriptive statistics show relatively little difference in an overall sense, at least partly 
because of the relatively small number of observations, they enable the making of 
some pertinent points. These are that teachers from high inclusion schools stated that 
the education system was causing them more problems in their teaching than in low 
inclusion schools and that Kuwaiti educational structures were causing problems in 
their attitudes towards teaching. It is also relevant to note that high inclusion school 
teachers highlighted to a greater extent than in the other two categories of school a 
belief that students were causing problems in the classroom. This group of 
participants, furthermore, expressed to a greater extent than the other groups that 
gaining information from students was a factor in facilitating learning and that the use 
                                                                                                                                                                      
teachers from inclusion schools had been trained while those from non-inclusion schools had not. Thus, 
although it cannot be established why some teachers indicated as they did, the likelihood is that they 
made reporting errors. To consider this further, statistical tests were conducted with these teachers 
excluded and the results were not significantly different from those reported 
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of academic assessment was part of a process for determining poor behaviour. This 
group of teacher participants also indicated that they were more likely, on average, to 
see causes of bad behaviour as coming from students themselves, peers and teachers 
and less from parental influences. In terms of remedial action, they were more likely 
on average than the other groups to seek the involvement of parents through training 
and through school and classroom events. However, the fact that high inclusion 
schools had the highest mean scores in 14 of the 25 categories, that low inclusion 
schools had the highest mean scores in five of the 25 categories and that control 
schools had three of the highest mean scores out of 25 categories (in the remaining 
three categories high and low inclusion schools had the joint highest scores) has 
relatively little meaning in a study where scientific research principles are employed 
and where statistical significance is therefore the important yardstick (rather than 
patterns in the data). 
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Table 5.3 Mean scores with standard deviations in bracket for responses to questions 
9 to 19  
School group with number of teachers  in 
brackets 
Scale 
information  
High 
(N=15) 
Low 
(N=14) 
Control 
(N=13) 
Question 9.1: Education system causes of 
problems in teaching 
0,1,2 .95 (.34) .82 (.44) .92 (.25) 
Question 9.2: Student causes of problems 
in teaching 
0,1,2 1.17 (.41) 1.14 (.33) 1.12 (.32) 
Question 10.1: Student based problems 
with attitudes to learning  
0,.5,1 .90 (.15) .75 (.32) .83 (.28) 
Question 10.2: Kuwaiti structures leading 
to problem with attitudes to learning  
0,.5,1 .70 (.45) .32 (.46) .23 (.43) 
Question 11.1: Teacher focused 
approaches to learning: types used 
0,1 .46 (.16) .66 (.29) .48 (.22) 
Question 11.2: Student  focused 
approaches to learning: types used 
0,1 .95 (.11) .95 (.12) .94 (.12) 
Question 12.1: Teacher focused 
approaches to learning: how often used 
0,1,2 1.13 (.24) 1.11 (.48) 1.10 (.31) 
Question 12.2: Student focused 
approaches to learning: how often used 
0,1,2 1.53 (.32) 1.54 (.46) 1.41 (.38) 
Question 13.1: Teacher focused 
approaches to learning: effectiveness  
L1 to 6 H 3.15 (.78) 3.00 (.67) 3.23 (.69) 
Question 13.2: Student  focused 
approaches to learning: effectiveness 
L1 to 6 H 3.83 (.78) 4.00 (.67) 3.76 (.69) 
Question 14.1: Teacher action to 
determining learning    
0,1,2 1.53 (.35) 1.50 (.48) 1.34 (.37) 
Question 14.2: Student information to 
determining learning    
0,1,2 1.53(.40) 1.40 (.45) 1.51 (.32) 
Question 15.1: Academic assessment to 
determine poor behaviour   
0,1 .60 (.50) .50 (.51) .38 (.50) 
Question 15.2: Observation to determine 
poor behaviour   
0,1 1.00 (.00) 1.00 (.00) .92 (.27) 
Question 16.1: Consequences of 
misbehaviour on student    
L 1 to 5 H 2.86 (.79) 3.21 (.69) 2.76 (.75) 
Question 16.2: Consequences of 
misbehaviour on peers 
L 1 to 5 H 3.20(1.19) 2.67 (1.04) 3.34(1.12) 
Question 17.1: Parent causes of child’s 
misbehaviour in classroom   
0,1,2 .80 (.94) .50 (.65) .38 (.65) 
Question 17.2: Teacher causes of child 
misbehaviour in classroom   
0,1,2 .97 (.76) .75 (.85) .65 (.78) 
Question 17.3: Student causes of 
misbehaviour in classroom   
0,1,2 1.91 (.23) 1.73 (.45) 1.51 (.71) 
Question 17.4: Peer causes of child 
misbehaviour in classroom   
0,1,2 1.42 (.62) 1.19 (.72) 1.10 (.47) 
Question 18.1: Positive strategies to 
reduce child’s bad behaviour    
0,1,2 1.82 (.29) 1.82 (.42) 1.86 (.26) 
Question 18.2: Negative strategies to 
reduce child’s bad behaviour    
0,1,2 1.08 (.60)  .86 (.55) .77 (.52) 
Question 19.1: Involve parent through 
training  
0,1,2 1.00 (.42) .96 (.49) .88 (.46) 
Question 19.2: Involve parent through 
exchange of information 
0,1,2 1.70 (.31) 1.78 (.32) 1.50 (.35) 
Question 19.3: Involve parent through 
classroom/school events  
0,1,2 1.36 (.39) 1.21 (.61) 1.07 (.44) 
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 Table 5.4 below shows the results of one-way ANOVA comparisons between 
questions 9 – 19 inclusive, with school group being the differentiating factor. 
However, before providing an overview of the results, it is relevant and important to 
note that while this type of test has the advantage of not requiring the same number of 
observations for each group, the fact that the absolute number of observations for each 
group is relatively small means that inferences drawn should be treated with 
appropriate tentativeness. Such a view is endorsed by Seltman (2014, p. 173), who 
notes that while a definitive requirement for the number of observations in a one-way 
ANOVA is not set in stone, “11 different values might be considered borderline, 
while, e.g., 5 different values would be hard to justify.” The relevance of making this 
point, as well as being a signpost to the extent of tentativeness that should be involved 
in these and other inferential statistics (below), can be seen by the number of 
observations for each teacher group – 15 (high inclusion schools), 14 (low inclusion 
schools) and 13 (control schools). 
 Returning to the results in Table 5.4, it can be seen that the only result 
showing a significant level of difference between the groups is with regard to Kuwaiti 
structures leading to problems with attitudes to learning. However, while this may 
highlight the response where the relative mean differences were highest, it again 
draws attention to the relatively numerous aspects where teachers from high inclusion 
schools had the highest mean values in terms of their responses. However, these 
differences may be seen as being minor and it is clear that further statistical testing is 
required, the results of which are presented in the sections that follow. It is also 
relevant at this point to note that conducting 25 separate ANOVAs in itself may 
produce some significant results purely by chance without representing significant 
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effects, including the one statistically significant result noted (Kuwaiti structures 
leading to problems with attitudes to learning).
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Table 5.4 One-Way ANOVA comparisons: school group as factor for q’s 9 to 19 
 
School group  
F 
with df= 2 and 
39 
 
Sig. 
Question 9.1: Education system causes of problems in teaching .51 .60 
Question 9.2: Student causes of problems in teaching .07 .93 
Question 10.1: Student based problems with attitudes to learning  1.18 .31 
Question 10.2: Kuwaiti structures leading to problem with attitudes to 
learning  
4.31 .020 
Question 11.1: Teacher focused approaches to learning: types used 3.18 .052 
Question 11.2: Student  focused approaches to learning: types used .01 .98 
Question 12.1: Teacher focused approaches to learning: how often used .02 .97 
Question 12.2: Student focused approaches to learning: how often used .48 .61 
Question 13.1: Teacher focused approaches to learning: effectiveness  .36 .70 
Question 13.2: Student  focused approaches to learning: effectiveness .36 .70 
Question 14.1: Teacher action to determining learning    .82 .44 
Question 14.2: Student information to determining learning    .68 .51 
Question 15.1: Academic assessment to determine poor behaviour   .61 .54 
Question 15.2: Observation to determine poor behaviour   1.12 .33 
Question 16.1: Consequences of misbehaviour on student    1.33 .27 
Question 16.2: Consequences of misbehaviour on peers 1.33 .27 
Question 17.1: Parent causes of child’s misbehaviour in classroom   .60 .55 
Question 17.2: Teacher causes of child misbehaviour in classroom   .38 .68 
Question 17.3: Student causes of misbehaviour in classroom   2.33 .11 
Question 17.4: Peer causes of child misbehaviour in classroom   1.00 .37 
Question 18.1: Positive strategies to reduce child’s bad behaviour    .08 .91 
Question 18.2: Negative strategies to reduce child’s bad behaviour    1.24 .29 
Question 19.1: Involve parent through training  .22 .80 
Question 19.2: Involve parent through exchange of information 2.63 .08 
Question 19.3: Involve parent through classroom/school events  1.20 .31 
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 Following on from the previous discussion, a Post-hoc analysis was conducted 
for the results of Question 10.2. As Table 5.5 below indicates, it was found that there 
was a statistically significant difference between high level inclusion schools and 
control schools but the differences between low level inclusion and control schools 
were not statistically significant, as were the differences between high level and low 
level inclusion schools. Thus, the statistically most significant difference was between 
high inclusion schools and control schools with regard to teacher perceptions of 
Kuwaiti structures that lead to problems with attitudes to learning. 
 
Table 5.5 One-Way ANOVA comparisons: school group as factor for question 10.2 
Post Hoc School Group Sig. 
Question 10.2: Kuwaiti 
structures leading to problem 
with attitudes to learning 
High Level and  Low Level .093 
High Level and Control .033 
Low Level and Control  .87 
 
 
 5.3.2 Where responsibility should lie 
 Although the previous section has provided some important and relevant 
descriptive and inferential statistics with regard to the perceptions of teachers and has 
found some interesting differences in these when they are separated by school type, it 
is necessary to consider two key areas of these perceptions in more detail. Thus, this 
section considers perceptions of where responsibility should lie and the section 
following considers how solutions in terms of strategies adopted are perceived. 
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 Where appropriate, mean values (as opposed to tallying) of the responses were 
taken and this counteracted misbalances that may otherwise have arisen when 
categories included different numbers of survey questions and the responses to them. 
The first detailed analysis of where responsibility should lie referred to responses to 
Question 9 and to the causes of education problems with regard to Students and the 
Education System. A 3 (school: high, low, control) x 2 (Cause of teaching problems: 
Student, Education system) Mixed ANOVA was conducted and it was found that the 
main effect of cause (Student; Education system; within-subjects) was significant, 
with F(1, 39) = 11.59, p = .002, ƞp
2
 = .023, and where teacher ratings indicated that 
students were perceived to be a greater source of teaching problems than the 
education system. The effects were non-significant both in the main effect of school 
(high, low, control; between-subjects), with F(2, 39) = .33, p = .720, and in the school 
x cause interaction , with F(2, 39) = .23, p = .796. A summary depiction of these 
results is shown in Figure 5.2: 
 
Figure 5.2 Cause of teaching problems between student and education system  
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 The second detailed analysis of where responsibility should lie referred to 
responses to Question 10 and to the causes of attitude problems with regard to 
Students and the Education System. A 3 (school: high, low, control) x 2 (Cause of 
attitude problems: Student, Education system) Mixed ANOVA was conducted and it 
was found that the main effect of cause (Student; Education system; within-subjects) 
was statistically significant, with F(1, 39) = 34.26, p < .001, ƞp
2
 = .468, and where 
teacher ratings indicated that again, attitude problems with more strongly attributed to 
students than the education system. In this case significance was also found in the 
main effect of school (high, low, control; between-subjects), with F(2, 39) = 3.98, p = 
.027, ƞp
2
 = .169, and where ratings of attitude problems were higher in the high 
inclusion schools than low and control schools. No post-hoc comparisons (Scheffe) 
were significant at the 5% level, but the trends in the data suggest that high inclusion 
teacher schools have higher scores in both students and the education system than in 
other types of school. A non-significant effect was found in the school x rater 
interaction, F(2, 39) = 2.78, p = .074. A summary depiction of these results is shown 
in Figure 5.3: 
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Figure 5.3 Cause of attitude problems between student and education system  
 
 The third detailed analysis of where responsibility should lie referred to 
responses to Question 17 and causes of misbehaviour during classroom activities. A 3 
(school: high, low, control) x 4 (Cause of misbehaviour: Student, Teacher, Parents 
and Peers) Mixed ANOVA was conducted and it was found that the main effect of 
cause (Student, Teacher, Parents and Peers; within-subjects) was significant, with F(2, 
96) = 28.47, p < .001, ƞp
2
 = .422 , and with teachers rating the cause of misbehaviour 
higher from students than from peers and higher from teachers than from parents. 
Pairwise comparisons analysis was conducted (Bonferroni), which showed that 
teacher ratings as a cause of misbehaviour was significant between Student and Peers 
with p < .001, d = 0.79, Student and Teachers with p < .001, d = 1.19, Student and 
Parents with p < .001, d = 1.52, Parents and Peers with p < .001, d = 0.88, and 
Teachers and Peer with p = .024, d = 0.56. However, non-significant effects were 
found between Parents and Teachers, with p = .615. These results thus indicate that 
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Teacher ratings as a cause of misbehaviour were significantly higher for Student than 
Peers and Peers than Teacher. Teacher was higher than Parents but the difference was 
statistically non-significant. Non-significance was found both in the main effect of 
school (high, low, control; between-subjects), with F(2, 39) = 2.66, p = .082. Trends 
in the data suggest that high inclusion teacher schools have higher scores than other 
types of school. The school x cause interaction, was non-significant with F(6, 117) = 
.058, p = .999. A summary depiction of these results is shown in Figure 5.4: 
 
 
Figure 5.4 Cause of misbehaviour between student, teacher, parents and peers 
 
 The fourth detailed analysis of where responsibility should lie referred to 
responses to Question 16 and the consequences of misbehaviour during classroom 
activities, specifically through loss of concentration, loss of learning interaction, 
students disrupting peers, arguments and loss of motivation. A 3 (school: high, low, 
control) x 2 (Consequences of misbehaviour: Student, Peers) Mixed ANOVA was 
conducted. The results were non-significant for the main effect of consequences 
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(Student, Peers; within-subjects), with F(1, 39) = .19, p = .67, but it can be noted that 
the results suggest that the consequences of  misbehaviour on peers had more effect 
than the consequences of misbehaviour of students. A non-significance effect was 
also found in the main effect of school (high, low, control; between-subjects) and in 
the consequence x school interaction, with F(2, 39) = 1.34, p = .274. In this latter 
case, it is relevant to note that high inclusion and control school teachers saw more 
consequences from misbehaviour on peers than students, while low inclusion teachers 
perceived an opposite effect (more consequences from the behaviour of students 
rather than peers), although it is important to note that these results were non-
significant. A summary depiction of these results is shown in Figure 5.5: 
 
Figure 5.5 Consequences of misbehaviour  
 
 5.3.3 How strategies are perceived 
  The first detailed analysis of how strategies are perceived referred to 
responses to Question 11, with teachers responding to questions regarding the extent 
to which they employed various strategies, for example direct instruction, group work, 
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investigation etc. A 3 (school: high, low, control) x 2 (Student, Teacher) Mixed 
ANOVA was conducted and significance was found in the main effect of focus 
(Student, Teacher; within-subjects), with F(1, 39) = 87.45, p < .001, ƞp
2
 = .692, and 
with teacher perspectives indicating a higher focus on students than on teachers for 
types of approaches used. Statistically non-significant results were found for the main 
effect of school (high, low, control; between-subjects), with F(2, 39) = 3.07, p = .058, 
ƞp
2
 = .14, but with low inclusion school ratings higher than high and control schools 
for  a focus on the teacher. Non-significance was also found for focus x school 
interaction, with F(2, 39) = 2.12, p = .134. A summary depiction of these results is 
shown in Figure 5.6: 
 
Figure 5.6 Focus of approach to learning: Student and teacher (types used)  
 
 The second detailed analysis of how strategies are perceived referred to 
responses to Question 12 with regard to how often used strategies are focused on the 
Teacher or the Student. A 3 (school: high, low, control) x 2 (Student, Teacher) Mixed 
ANOVA was conducted and significance was found for the main effect of focus 
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(Student; Teacher; within-subjects), with F(1, 39) = 22.38, p < .001, ƞp
2
 = .365, where 
strategies focused on students were used more frequently than those focused on 
teachers. Non-significance was found for the main effect of school (high, low, 
control; between-subjects), with F(2, 39) = .35, p = .708, but with high and low 
inclusion schools rating higher than control school on a focus on students. Statistical 
non-significance was also found for school x focus interaction, with F(2, 39) = .20, p 
= .820. A summary of these results is depicted in Figure 5.7: 
 
Figure 5.7 Focus of approach to learning: Student and teacher (how often used)  
 
 The third detailed analysis of how strategies are perceived referred to 
responses to Question 13 with regard to teacher perceptions of the effectiveness of 
strategies for enhancing learning in terms of a focus on the Student or the Teacher. A 
3 (school: high, low, control) x 2 (Student, Teacher) Mixed ANOVA was conducted 
and the main effect of focus (Student, Teacher; within-subjects) showed statistical 
significance, with F(1, 39) = 10.97, p = .002, ƞp
2
 = .22, and with teacher perceptions 
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indicating that a greater focus on students was more effective than a focus on 
teachers. Both the main effect of school (high, low, control; between-subjects) and the 
focus x school interaction showed non-significance, with F(2, 39) = .00, p = 1.00 and 
F(2, 39) = .36, p = .700 respectively. A summary of these results is depicted in Figure 
5.8: 
 
Figure 5.8 Focus of approach to learning: Student and teacher (effectiveness)  
 
 The fourth detailed analysis of how strategies are perceived referred to 
responses to Question 14 with regard to how often approaches were used which 
determined how students learn. A 3 (school: high, low, control) x 2 (Student, Teacher) 
Mixed ANOVA was conducted and statistical non-significance was found for the 
main effect of action (Student, Teacher; within-subjects), with F(1, 39) = .39, p = 
.536. In this case, a non-significance effect was also found for the main effect of 
school (high, low, control; between-subjects) and for the action x school interaction, 
with F(2, 39) = .53, p = .595 and F(2, 39) = 1.45, p = .246 respectively. In the case of 
the main effect of school, the trends in the data suggest that teachers from high 
BEHAVIOUR AND ACADEMIC ACHIEVEMENT IN KUWAIT PRIMARY 
SCHOOLS   262 
 
 
 
inclusion schools have higher scores than teachers from other types of school, which 
means that they are using them more often. A summary of these results is depicted in 
Figure 5.9: 
 
Figure 5.9 Action determinant learning  
 
 The fifth detailed analysis of how strategies are perceived referred to 
responses to Question 19 with regard to how parents are involved in the behavioural 
problems of their children and a 3 (school: high, low, control) x 3 (focus of parental 
involvement: Training Parent, Exchange Information and Involvement Parents ) 
Mixed ANOVA was conducted. This showed significance for the main effect of focus 
(Train Parent, Exchange Information and Involvement Parents), with F(2, 78) = 
37,43, p < .001, ƞp
2
 = .49, and with teachers rating parental involvement through the 
exchange of information higher than involving parents in classroom and in training. 
Pairwise comparisons analysis was conducted (Bonferroni), which found that teacher 
ratings of parents being involved in the behavioural problems of their children was 
significant between Exchange Information and Involvement Parents with p < .001, d 
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= 0.88, Exchange Information and Train Parent with p < .001, d = 1.60, and 
Involvement Parents and Train Parent with p = .013, d = 0.56. These results mean that 
teacher ratings were higher for exchanging information than for the involvement of 
parents, and parent involvement was rated higher than training parent, to statistically 
significant levels. Non-significant effects were found for both the main effect of 
school (high, low, control; between-subjects) and the school x focus interaction, with 
F(2, 39) = 1.71, p = .193 and F(4, 78) = .54, p = .709 respectively. A summary of 
these results is depicted in Figure 5.10: 
 
Figure 5.10 Focus of parental involvement 
 
 The sixth detailed analysis of how strategies are perceived referred to 
responses to Question 15 with regard to how bad behaviour is recognised and 
assessed. A 3 (school: high, low, control) x 2 (How poor behaviour is best assessed: 
Academic and Observation) Mixed ANOVA was conducted and significance was 
found for the main effect of assessment (Academic: Observation; within-subjects), 
with F(1, 39) = 30.44, p < .001, ƞp
2
 = .438, and with teacher ratings higher for 
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observation than for academic assessment for student behaviour. Non-significant 
effect was found for the main effect of school (high, low, control; between-subjects), 
but with high and low inclusion schools rating higher than control schools on both 
observation and academic assessment for student behaviour. Non-significant effect 
was also found for school x assessment interaction, with F(2, 39) = .23, p = .796. A 
summary of these results is depicted in Figure 5.11: 
 
 
Figure 5.11 How poor behaviour is best assessed: Teachers  
 
 The seventh and final detailed analysis of how strategies are perceived 
referred to responses to Question 18 with regard to strategies considered important 
when teaching children with behavioural problems. A 3 (school: high, low, control) x 
2 (which strategies are most effective: Positive strategies and Negative strategies) 
Mixed ANOVA was conducted and significance was found for the main effect of 
strategy (Positive strategies and Negative strategies; within-subjects), with F(1, 39) = 
95.24, p < .001, ƞp
2
 = .71, with teachers rating positive strategies as more effective 
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than negative strategies. Non-significance was found for both the main effect of 
school (high, low, control; between-subjects) and the strategy x school interaction, 
with F(2, 39) = .66, p = .525 and F(2, 39) = 1.30, p = .285, respectively. A summary 
of these results is depicted in Figure 5.12: 
 
Figure 5.12 Strategies that are most effective 
 
 The statistics presented in this and the previous sub-section, as well as those in 
earlier parts of this section of the study, have provided some potentially useful 
insights into the issues and these are discussed in the following section. Before 
bringing this section to a close, however, a final part can be added which is concerned 
with extra responses given by teachers beyond those listed and categorised in the 
survey instrument. 
 
 5.3.4 Teacher ‘other’ responses by school 
 A number of questions from the survey instrument provided an opportunity for 
the teacher respondents to provide other reasons and perceptions which were outside 
of those listed by the researcher. In some instances, these ‘other’ responses were, in 
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sum, a considerable proportion of the overall returns and they therefore provide a 
potentially useful addition to the statistics gathered, even though they do not lend 
themselves to the same level of detail and evaluation in terms of bring statistically 
significant or non-significant as other survey responses. The comments are 
summarised in Table 5.6 below and are discussed in the following section of this 
chapter: 
Table 5.6 Summary of teacher ‘other’ comments 
Question Type of 
school 
Nature of comment Number 
of 
teachers 
making 
comment 
Question 9 To 
what extent do 
you encounter 
each of these 
problems within 
your teaching? 
 
High 
inclusion 
Lack of interest from and cooperation with 
parents 
6 
High 
inclusion 
General weaknesses causing problems 1 
High 
inclusion 
Curriculum lacks motivation 1 
Low 
inclusion 
Lack of interest from and cooperation with 
parents 
3 
Low 
inclusion 
Psychological problems 1 
Non inclusion Lack of interest from and cooperation with 
parents 
1 
Non inclusion Teacher workloads too high 1 
Non inclusion Lack of attentiveness by students 1 
    
Question 11 What 
teaching 
strategies / 
approaches 
enhance learning 
in your subject? 
 
High 
inclusion 
Using technology enhances learning 5 
High 
inclusion 
Using games enhances learning 1 
Low 
inclusion 
Using technology enhances learning 2 
Non inclusion Using technology enhances learning 4 
Non inclusion Using games enhances learning 2 
Non inclusion Closeness with students enhances learning 1 
    
Question 12 How 
often do you use 
these teaching 
strategies? 
High 
inclusion 
Technology should be used more in education 3 
High 
inclusion 
Strategies should connect with the environment 1 
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 High 
inclusion 
Games/activities can make dynamic learning 
linkages 
1 
Low 
inclusion 
Technology should be used more in education 1 
Non inclusion Technology should be used more in education 1 
    
Question 14 How 
often do you use 
the following 
approaches to 
determine how 
students learn? 
 
High 
inclusion 
Students given opportunity to be in role of 
teacher 
2 
High 
inclusion 
Worksheets should be used for classroom 
practice 
1 
High 
inclusion 
Learning should be linked with class activities 1 
    
Question 15 How 
do you recognize 
that a student is 
behaving badly? 
 
 
High 
inclusion 
Bad behaviour recognised by developing 
teacher/student relationships 
1 
Non inclusion Bad behaviour recognised by noting lost time 1 
    
Question 17 
Children 
misbehave during 
classroom 
activities 
because… 
 
High 
inclusion 
Misbehaviour due to social/psychological 
problems 
2 
High 
inclusion 
Misbehaviour to escape from lessons 1 
Low 
inclusion 
Misbehaviour due to social/psychological 
problems 
1 
    
Question 18 
When I teach 
children with 
behavioural 
problems the 
following 
strategies are 
important:   
 
High 
inclusion 
Important strategy is communicating with 
parents 
1 
Low 
inclusion 
Important strategy is communicating with 
parents 
2 
    
Question 19 How 
do you involve 
children’s parents 
in solving their 
children's 
behavioral 
problems? 
 
High 
inclusion 
Daily messages exchanged between teacher and 
parents 
2 
High 
inclusion 
Parents involved via the school psychologist 1 
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 Having set out the results obtained, this study continues to its final part and 
therefore to a discussion of these findings. 
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5.4 Discussion 
 The justification for this study was based on several factors. One was a strong 
strand of literature which highlighted the variances that existed in the motivations, 
attitudes and attributions of teachers. Another was an observation, also supported 
within the literature, that attitudes among teachers generally were negative towards 
government-instigated educational initiatives. A third, and perhaps the most 
compelling in terms of the thesis as a whole, was the fact that of the groups employed 
within systemic theory and which were therefore used in the previous studies, 
teachers showed the most variant results both in their responses to questionnaires and 
to observation check lists – a result which is substantially supported by the literature. 
Coupled with these is a belief, again supported in the literature, that teachers are the 
most important group in terms of classroom behaviour, learning and the associations 
between the two. 
 It is acknowledged that the study was underpowered with regard to the sample 
size and in terms of it being based on a survey. However, the specialist nature of the 
study made this potential disadvantage inevitable. With this and other limitations in 
mind, attention can turn to the first (and only) significant finding, which was that 
teachers in high inclusion schools perceived that the educational structures in Kuwait 
were more of a problem for them that for teachers in both low inclusion and control 
schools. It is important to note (as previously noted) that the likelihood of one 
significant finding by chance among 25 separate tests is high and this may have been 
that one; on the other hand, the extent of the differences in terms of mean values 
suggests that this may indeed have significance. If it does, it effectively puts the 
teachers in a rank order in terms of their attitudes towards education structures in 
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Kuwait, with teachers who had received the most intensive application of inclusion 
training at the top (Kuwait educational structures were most problematic) and those 
who had received none (control school teachers) at the bottom. It can be recalled (see 
above) that Hargreaves et al. (2006), in their study of teacher attitudes in the UK, 
found that one negative aspect perceived by teachers of their profession was too many 
government initiatives that close down inspiration. It is of further interest to note 
findings from research into teacher attitudes towards inclusion policies by Chopra 
(2008), who found a distinction between those who worked in special needs schools 
and those who worked in mainstream schools (the teachers from this study all worked 
in mainstream schools), with teachers in the former being far more positive towards 
government initiatives than the latter. Further literature supports such a view of 
teachers attitudes, for example Rouse (2010, p. 1) draws a distinction, based in 
findings from the Inclusive Practice Project from the University of Aberdeen, that 
while there may be support for initiatives at a “philosophical level,” policies are 
difficult to implement because teachers are often unprepared and unsupported. It is 
held that these points are directly relatable to this finding from Study 3 because it 
suggests that mainstream teachers (in some contrast to those who work in special 
schools) may be likely to be resistant to the practical implementation of initiatives, 
while being acceptive of their underlying philosophies. It may also be an important 
contributory factor to the overall finding that the inclusion project had a relatively 
small impact, if any, on classroom practices that improved behaviour. 
 In these terms, the possibility exists that resistance to the implementation of 
training received from the inclusion project was based on attitudes and perceptions 
that held a negative view towards the structures of the education system and that these 
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were significantly enhanced by the fact of having to undergo training, to the extent 
that insufficient attention was paid by the teachers to implementing the training. If this 
is the case, the finding contradicts the views of some writers, for example Gibbs and 
Powell (2011), who contend that teacher approaches and strategies for dealing with 
behavioural problems could be positive even when they have a generally more 
negative attitude towards systems and structures. On the other hand, and as noted 
above, while the attitudes and perceptions of teachers vary considerably (a suggestion 
supported by the findings from studies 1 and 2), there is an understanding within one 
strand of the relevant literature that the path to educational success is perceived as 
being within the mind of the teacher rather than in prescribed methods (Hale & 
MacLean, 2004; Nicol, 2007; Skilbeck & Connell, 2003). Thus, the greater the level 
of prescription, the more some teachers may be likely to resist initiatives and continue 
to follow their own paths and beliefs. 
 In a cultural sense, it may also be the case that if, as Ho (2004) suggests, 
teachers in many non-western cultures believe that the key to educational attainment 
is hard work rather than ability, poor behaviour (regardless of its cause) may be seen 
as a signal that a child is less willing to work hard and there is therefore an 
unwillingness to seek to significantly change this because it is based in an intrinsic 
desire (to not work hard), in the same way that a teacher within western belief systems 
with regard to education may not seek to improve the ability of a child (because it is 
also an intrinsic value). 
 An important further point arises with regard to the veracity of the inclusion 
project and this is the extent to which knowledge of different classroom practices was 
gained, in other words whether the training was effective in terms of an improved 
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understanding by teachers, even if the knowledge was not generally put into practice. 
Consideration of this can be made by reference to the qualitative results found from 
the ‘other’ categories listed. Before this consideration is made, it is important to note 
that the researcher did not know any of the teachers from any of the school groups 
prior to the completion of the questionnaires, nor was he asked by any participant to 
suggest any ‘other’ responses, nor did he prompt any participant in any way to 
complete these sections. 
 Teachers from high inclusion schools (n = 31) made far more ‘other’ 
observations that those from low inclusion (n = 10) and non-inclusion schools (n = 
12). Some evidence of knowledge may also be inferred from the relative quality of the 
insights revealed, for example where teachers from high inclusion and even low 
inclusion schools were expressing concerns about factors such as a lack of interest by 
parents, curriculum content, a lack of follow up by parents, the use of technology in 
the classroom and in education generally, connecting with the environment, giving 
students the opportunity to take the role of the teacher, linking learning to activities, 
the relationship between students and teachers, social and psychological issues, 
involving school psychologists and meeting parents on a regular basis, while teachers 
from non-inclusion schools seemed to lean towards more negative aspects, for 
example teacher workloads, that parents were not interested and that too much time 
was being lost due to behavioural problems. It is acknowledged that some comments 
from non-inclusion teachers were positive and proactive, but these were far 
outweighed by the numbers and positive directions of comments from the other two 
(high and low inclusion) groups of teachers, and particularly by teachers from high 
inclusion schools. 
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 One important potential confound can be identified from these data and this is 
that inclusion trained teachers had more experience in dealing with an experimenter 
(even though, as noted, the researcher was neutral and was not known to the 
participants). On the other hand, the same was true for teachers from low inclusion 
schools as well as for high inclusion teachers but the former provided less ‘other’ 
responses than non-inclusion trained teachers. It is also relevant to suggest that in 
order to make knowledgeable responses, some knowledge must have been gained. On 
this basis, it is therefore proposed that these qualitative results suggest that inclusion 
trained teachers, particularly from high inclusion schools, are likely to have had a 
better understanding of classroom management values than either low inclusion or 
control teachers. An acceptance of this, surely, places greater emphasis on the 
attitudes, perceptions and attributions of teachers as a whole. 
 
 5.4.1 Teacher attitudes, attribution, strategies and systemic theory 
 It can be emphasised that the only statistically significant finding with regard 
to differences between the school groups was that high inclusion teachers perceived 
that the educational structures in Kuwait were more of a problem for them that for 
teachers in both low inclusion and control schools. However, the possibility exists 
from a consideration of the qualitative data that the inclusion project had some 
success in imparting knowledge to teachers in high inclusion schools but that this 
knowledge was not put into practice. Based on these limited findings, the remainder 
of the discussion is concerned with the results from the teacher participants as a 
whole. 
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 The teachers as a whole group believed that students were a greater source of 
teaching problems than the education system. They also believed that students create 
more attitude problems than the system and students create more behavioural 
problems than peers, who in turn create more problems than teachers or parents. 
These findings suggest that the participants as a whole recognised the intrinsic value 
of the individual learner and of the effect that could be made by focusing on 
individual behavioural problems rather than on the impersonal imposition of 
externally constructed systems, a point endorsed in one strand of the literature, for 
example UNICEF (2000, p. 2) emphasises that “programmes must encompass a 
broader definition involving learners, content, processes, environments and 
outcomes” and that “positive learning outcomes generally sought by educational 
systems happen in quality learning environments” (UNICEF, 2000, p. 7). 
 The significant finding that the focus for learning should be on the student 
rather than on the teacher supports a constructivist paradigm and this has a strongly 
supportive literature, for example from the work of Jean Piaget with a focus on the 
individual (Simatwa, 2010) and Vygotsky (1978) with regard to a focus on 
interactions with society and with the socio-cultural environment. Such a 
constructivist and interactive perception by the teacher participants as a whole may be 
seen in the finding, again to a statistically significant level, that exchanging 
information with parents was seen as being more important than training them. This 
and other findings, for example that the teachers as a whole rated positive (responses 
to Question 18.1) rather than negative strategies (responses to questions 18.2) as being 
the most effective in dealing with behaviour, is supported by the literature (for 
example Ruef, Higgins, Glaeser and Patnode (1998) and Oliver, Wehby and Reschly 
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(2011)) as well as by the results from Study 3. The finding that the teachers as a 
whole believed that observation is better for recognising bad behaviour than academic 
work is also of interest and may provide some support for evaluating and measuring 
behavioural outcomes beyond the quality of work produced. 
 The study posed three research questions and, following the general discussion 
of the findings, these are addressed individually.  
 
 5.4.2 Research question 1 
 The first research question asked the extent to which there are differences 
between the attitudes, beliefs and values of teachers who have been inclusion trained 
compared to those who have not. The findings suggest that the only significant 
difference in this respect is that teachers in high inclusion schools had a perception, to 
a greater extent than teachers in low inclusion and non-inclusion schools, that the 
educational structures in Kuwait were more of a problem for them that for teachers in 
both low inclusion and control schools. 
 
 5.4.3 Research question 2 
 The second research question asked whether, regardless of the attitudes, 
beliefs and values of teachers, there is evidence that inclusion practices are being 
implemented. Based on the finding of non-significant effects from the data analysed 
as well as from a further consideration of responses to questions directly equitable to 
inclusion practices (for example student as opposed to teacher focused approaches to 
learning, determinants and ways of establishing poor behaviour and the involvement 
of parents), the findings suggest that they are not. However, a supplementary but 
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relevant point can be added and this is that although the findings suggest that 
inclusion practices are not being implemented, the teachers may, based on the 
qualitative findings, have retained knowledge gained from the training. This in turn 
suggests that if the intrinsic barriers that imply resistance to change and to Kuwait 
educational structures could be removed or at least moderated; thus, the capability, to 
some extent at least, exists for inclusion practices to be followed. 
 
 5.4.4 Research question 3 
 The third research question asked what the attitudes, beliefs, values and 
perceptions of Kuwait primary school teachers with regard to classroom management 
and behaviour are. These have been explored and considered above but emphasis can 
be given to one aspect of these findings, which is the pivotal role of parents and the 
importance of including them through interacting by exchanging information. This is 
strongly supported in the literature, for example Hill and Taylor (2004, p. 161) make 
the point that the development of collaboration between parents and teachers “has a 
long-standing basis in research and is the focus of many programmes and policies,” 
while Goodall and Vorhaus (2010, p. 3) draw attention to a finding that parental 
involvement “has a significant positive effect on children’s achievement and 
adjustment even after all other factors shaping attainment have been taken out of the 
equation.”  
 However, although this and other findings support a systemic approach and 
despite alignments with strands of the literature and the highlighting of positive 
aspects of teacher attitudes and perceptions, they also draw attention to a possible 
limitation in this study. This is that insufficient attention was given to factors that may 
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differentiate the attitudes and perceptions of Kuwaiti teachers from those from other 
cultures. Further limitations can be discussed. 
 
 5.4.6 Limitations 
 Driven as it was by Study 2 and its findings, the study was limited by the 
nature of that study and the fact that six schools and two grades in total were 
investigated. This meant that the number of participants used in this study was limited 
to the number of teachers in the schools who taught in those grades as well as by the 
proportions of teachers to students within those grades and those schools. In terms of 
the survey instrument, there were further weaknesses in that it was not externally 
validated, it had single items (albeit that these were grouped into thematic clusters and 
analysed across individual items) and the questions were in some respects worded in 
an inconsistent manner. As with the other studies, it was also limited in the sense that 
while it is assumed that all participants gave truthful accounts of their perceptions and 
attitudes, there is no guarantee that this is the case. These limitations inevitably 
influence the strength of conviction with which the following conclusions can be 
drawn. 
 
 5.4.7 Conclusion 
 The inferences and implications that can be drawn from the three research 
questions have been made clear and, in summary of these, it is held that if inclusion 
training had an effect on teachers in high inclusion schools, it was to strengthen a 
belief that the educational structures in Kuwait were a problem for them. Further 
findings raised the possibility that knowledge gained from the inclusion training was, 
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to an extent at least, understood and retained. The main detail for the findings of the 
study thus came by considering the teachers as a whole group and a range of findings 
with regard to their perceptions, attitudes and beliefs have been discussed at some 
length. These were apparent in terms of students themselves being a main cause of 
attitude and behavioural problems, with peers causing more problems than teachers or 
parents, while causing fewer problems than students. The results also indicated that 
teachers believed that student-focused approaches were more important than those 
that are teacher-focused and that this is apparent in the stated strategies used. They 
also believed that exchanging information with parents was the most effective way of 
interacting with that group, that poor behaviour could be better identified through 
observation than through work produced and that positive rather than negative 
strategies are most effective.  
 Further implications and recommendations that may be drawn from these 
discussions are considered within the context of the thesis as a whole and are 
therefore contained below in a holistic discussion and contextualisation of the overall 
work.  
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Chapter 6: General Discussion 
 The general positioning of this thesis within the field of educational 
psychology has been presented in chapters 1 and 2. Each of the three studies that 
followed, furthermore, contain further positioning and justification within their 
specific spheres of interest as well as in the results of the research undertaken. The 
aim of this final chapter is to further contextualise the results, to consider their 
relevance and potential contribution to knowledge and to ponder whether they may 
have value as a basis for further studies both in an international as well as in a 
Kuwaiti and Arabic context. In order to establish the groundwork for such discussions 
and considerations, it is relevant to begin with a summary of the main findings from 
each of the studies undertaken. 
 
6.1 The main findings 
 It can be recalled that there were a number of important reasons for adopting a 
systemic approach to the work. One was a belief, based in concerns that confounding 
factors could have an undue and unwanted influence on results found, that key 
stakeholder groups that could be included should be. This belief was supported by a 
range of research findings and theoretical positions taken, for example by Ford and 
Lerner (1992), Maras and Kutnick (1999), Mooij and Smeets (2009) and Schommer-
Aikins (2004). Such factors were main drivers for the methods used in studies 1 and 2 
because any findings (from Study 2) that could not be seen as isolating behaviour as 
the most important cause of changes in educational achievement would undermine the 
value of the work. In a similar vein it was important, in order that the attitudes and 
values of teachers who had been inclusion trained could be evaluated and compared 
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with those of teachers who had not been so trained, that these were seen as otherwise 
‘typical’ teachers working in otherwise ‘typical’ schools. 
 
 6.1.1 Study 1 summary and main findings 
 Study 1 (Chapter 3) had two main aims. One was to establish what may be 
considered as being typical levels of behaviour as interpreted by three groups 
(parents, teachers and from the external observation of classrooms) within Kuwait 
mainstream schools and within the cultural context of that nation. Another was to 
establish whether there were associations between levels of behaviour (as interpreted 
by the groups) and educational achievement (as established from the results of tests in 
three core subject areas – maths, reading comprehension and spelling). 
Fundamentally, the aim of this study (as opposed to Study 2) was not to infer any 
changes in behaviour/academic achievement as a result of inclusion training but, 
rather, to establish norms of behaviour and such associations within typical Kuwaiti 
mainstream schools. Thus, two primary schools, one for boys and one for girls, were 
randomly selected from one educational district of Kuwait and the total sample was 
163 students from grades 4 and 5. 
 Study 1 found that there were some considerable differences in the 
behavioural evaluations of parents and teachers (parents higher than teachers), and 
these were statistically significant in five specific areas (Inattention, Hyperactivity, 
Emotional, Conduct Problems and being Pro-Social). There were also differences in 
the behavioural observation scores of the researcher and teachers, with teachers rating 
Talking, Outside Classroom and Aggressive Behaviour as the most problematic areas 
for boys, while the researcher considered Talking, Hyperactivity and School Rules as 
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being the worst areas of behaviour for the same group. For girls the most prevalent 
behavioural issues were Outside Classroom, Talking and Hyperactivity for teachers 
and, for the researcher and girls, the three most significant behavioural aspects were 
Hyperactivity, Talking and School Rules. 
 The relative importance of these differences in reported levels of behaviour, as 
well as their alignment with existing theories and research findings, were discussed 
within Study 1 and are elaborated upon in a later section of this chapter (see below). 
Despite reservations expressed with regard to teacher evaluations and observations, it 
is noteworthy that while one behavioural trait (Hyperactivity) as evaluated by parents 
was significantly related to all three of the measures of educational achievement 
(mathematics, reading comprehension and spelling), significant relationships were 
found between teacher behavioural evaluations in the areas of Hyperactivity, 
Inattention and Peer Problems and reading comprehension, between Hyperactivity, 
Inattention, Conduct and Peer Problems and mathematics and between Hyperactivity 
and Inattention and spelling. 
 In spite of clear variances, in some cases to statistically significant levels, and 
despite the challenges that came with the multiple truths that were bound to exist 
within a systemic approach, some other conclusions (than an association between 
behaviour and educational attainment) could be drawn. One is that reported 
behavioural traits were consistently lower in Grade 5 than Grade 4, that the reported 
behaviour of girls was also consistently lower, to significant levels in some measures, 
and that there were important associations between the reported evaluations of the 
stakeholder groups and educational achievement. This set a precedent for Study 2 and 
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from this to further establish, using the same methods and approaches, whether there 
were important differences between inclusion schools and non inclusion schools. 
 
 6.1.2 Study 2 summary and main findings 
 The fundamental aim of Study 2 was to establish whether inclusion training 
for teachers would have a positive effect on problem behaviour and whether this led 
to differences in levels of educational achievement. In order to achieve this, and in 
order that discussed potential confounding variables and factors could be avoided or 
at least minimised, it was necessary as a further important aim to establish that the 
inclusion schools were typical of Kuwaiti mainstream primary schools in all other 
respects (than that their teachers had received inclusion training). Thus, the methods 
adopted mirrored those used in Study 1, with the exception that three groups of school 
(as opposed to one in Study 1) were established. 
 The rationale and criteria for selecting two schools for each of these groups 
(one for girls and one for boys in each) have been discussed at length in Chapter 4. 
The potential for confounding factors to exist and the potential for minimising them 
through the study design adopted have also been discussed. The discussion of these 
and other relevant parts of the existing literature, as well as the aims and objectives of 
the study, led to the setting of three research questions that asked the extent to which 
behavioural traits and norms found in the first study existed in the schools being 
studied, the extent to which associations between behaviour and educational 
achievement existed within these schools and the extent to which differences in 
behaviour and educational attainment between the groups of schools could be found 
and associated with the inclusion programme.  
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 As noted in Study 2, the extent and nature of similarities between the findings 
of that study and Study 1 are of primary importance, but relativity was also an 
obvious necessity. If, for example, the differences had been found to be fundamental, 
with teachers providing higher AHQA and SDQ scores than parents, or if levels of 
behavioural traits across the evaluations of the stakeholder groups had been 
consistently higher for Grade 5 than Grade 4, such results could lead to the inference 
that the schools studied in Study 2 were atypical in comparison with those used in 
Study 1. On the other hand, relatively minor differences between the reported levels 
of behavioural traits while the general trends were the same would be sufficient to 
claim typicality – the nature of using such a variety of groups and individuals within a 
systemic approach suggests that finding exactitude between the results of both studies 
may have been unachievable, even to the point of making the objectivity of the 
approach questionable if such exactitude had been reported. 
 In general terms, the scores of parents for both AHQA and SDQ measures 
were higher than teachers and, more specifically, statistical significance or non 
significance was found in the same measures in Study 2 as in Study 1, with only three 
exceptions. The same was true of differences between grades where, again in general 
terms, Grade 4 was higher than Grade 5 in all measures where statistical significance 
was found (lower in Pro-Social where the direction of the measures was reversed and 
was also consistent in both studies). In sum, the results were the same in both studies, 
with the three exceptions noted (AHQA Inattention, SDQ Conduct Problems and 
SDQ Pro-Social). Of further note is the finding that reliability scores were similar 
across the studies in terms of those found for teachers and parents. With regard to 
teacher and researcher observations, the ratings by the researcher were consistent 
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across both studies, while there were some differences in the ratings by teachers. The 
fact that these teacher ratings varied between the groups of schools in Study 2, as well 
as with the schools in Study 1, may be a reflection of the low levels of reliability and 
high levels of variance found in teacher evaluations across both studies. Furthermore, 
relativity can again be noted because even in this case, ratings were similar across 
both studies as two of the highest three categories of reported behavioural traits by 
teachers (Talking and Outside Classroom behaviour) were consistent across all groups 
of schools and across both studies. 
 These and further associations with regard to grade and gender led to the 
contention that there were sufficient similarities between the results from Study 1 and 
Study 2 to claim typicality across the three groups of schools used in the latter study. 
This led to a consideration of the second research question, namely whether 
associations between evaluated behavioural traits and levels of academic achievement 
could be found in Study 2, as they had been found in Study 1. As with Study 1, and 
despite the potential variations that were anticipated from the use of systemic theory 
and the multiple truths that would be bound to exist across the stakeholder groups, 
important associations were found. Indeed, it may be argued that the results from the 
second study, based as they were in more groups of schools and much higher numbers 
of students, cemented and even, when the schools as one group were analysed, 
extended the connections found in Study 1. This argument is based in findings of 
statistical significance from partial correlations in 15 of 18 tests across all of the 
schools and all of the grades for AHQA measures and in the finding of statistical 
significance in 13 of 18 partial correlation tests for SDQ measures. Even in teacher 
observations (which had the widest variations), significance was found in 5 of 9 
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partial correlation tests between Hyperactivity and educational achievement and in 8 
of 9 between Outside Classroom behaviour and the same measures of attainment. It 
can also be seen in the finding, when all six of the schools were analysed as one 
group, of statistical significance in 15 out of 21 behavioural categories from parent 
questionnaires and in 12 out of 21 categories from teacher questionnaire returns. 
 This led to the contention that there were, indeed, important connections 
between evaluated levels of behaviour and educational achievement in Study 2 and 
that this further bound the typicality of Study 2 schools with those of Study 1. Having 
firmly established these points, attention turned to the third and potentially most 
critical aspect of the study, which was the extent to which differences in behaviour 
and therefore educational achievement could be associated with the intervention (the 
inclusion programme). The crux of this issue was noted, which is whether, given the 
established typicality of the schools (and therefore the elimination or at least 
considerable reduction of potential confounding issues), high inclusion schools had 
lower levels of evaluated behavioural traits and higher levels of educational 
achievement compared with low and non inclusion schools. The results were 
contextualised against a background where although Grade 5 students had received 
three years of being taught by inclusion trained teachers, as had Grade 4, they had de 
facto also received one extra year of being taught by non inclusion teachers (the 
inclusion programme was introduced at the same time for both grades). While this 
may be regarded as being a relatively minor point whose effects could not be 
evaluated, it can also be noted that levels of evaluated behaviour decreased 
considerably across all schools and across both studies between the two grades. This 
led to an expectation that the measured effectiveness of the intervention would be 
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different across the two grades and would be expected to be more apparent in Grade 4 
than in Grade 5. 
 These expectations were confirmed by the results of Study 2 in terms of some 
descriptive statistics, for example researcher observations and the results of 
educational attainment tests. However, in the important and substantive realm of 
statistical significance, it was found that the inclusion project had little or no effect on 
the reported behaviour and educational attainment of students. The possibility exists 
that the finding of some (minimal) effect among inclusion schools may suggest that 
the separation of schools (into high, medium and low based on subjective evaluation 
by the project team) may, with hindsight, have been an inappropriate division for the 
purposes of this study. The confounding possibility also exists that the fact of being 
graded as low inclusion affected teacher ratings of behaviour, and it may also have 
had some influence on high inclusion school teachers in contrast to control schools. 
These speculations, however, should not detract from the finding from Study 2 with 
regard to the third research question, which, it can be emphasised, is that no 
significant divisions were found between the groups of schools based on teachers 
having been inclusion trained. 
 
 6.1.3 Study 3 summary and main findings 
 Among the other findings that emerged from studies 1 and 2 was one which 
indicated a wide variance in the scores and observations returned by teachers, as well 
as the comparatively low level of reliability reported in the overall Cronbach Alpha 
scores for teacher SDQ responses. This, it is held, provided further justification for the 
third study, a justification that emanated from the strands of literature discussed 
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within that study (Study 3) as well as in Chapter 2. These strands included the many 
areas of potential motivation that prompted people to join the teaching profession, 
pedagogical beliefs and the areas of the profession that they found most displeasing 
and/or challenging (for example instigating government educational policies and 
teaching children with behavioural problems). Attention was also given to the 
possibility that held beliefs and values may be likely to be a factor in resistance to 
policy changes if the changes and the cognitive beliefs and values are not aligned. 
These and other considerations led to the posing of three research questions, which 
are the extent to which there may be differences between the attitudes, beliefs and 
values of teachers who have been inclusion trained compared to those who have not, 
whether there is evidence that inclusion practices are being implemented and what the 
attitudes, beliefs, values and perceptions of Kuwait primary school teachers with 
regard to classroom management and behaviour are. 
 The findings with regard to the first research question are that only one area of 
significant difference was found and this was that teachers from high inclusion 
schools believed that the educational structures in Kuwait were more problematic for 
them than for teachers from low inclusion and non-inclusion schools. The descriptive 
statistics showed some differences but these were, with the exception of the one 
statistically significant finding, minor. 
 With regard to the second question and based on the findings from Study 3 as 
well as from Study 2, there is no significant evidence that inclusion practices, 
measured by reported levels of behaviour and educational attainment from Study 2 
and from the expressed values and beliefs of teachers in Study 3, that inclusion 
practices are being instigated. It was pertinent to note that the qualitative results 
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suggest the possibility that teachers had gained and retained knowledge and 
understanding of inclusion practices but that they resisted the practical necessities for 
meaningful changes in classroom practices. 
 The third research question may be seen as difficult to provide definitive 
answers to. However, based on the findings it may be inferred that all teachers from 
Study 3 on average believed that students were a greater source of problems for them 
than the education system, that students also created more problems than peers, who 
in turn create more problems than either teachers or parents. Furthermore, that they 
utilised approaches and strategies that were student focused more than those that were 
focused on teachers, that they believed that such a focus (on students rather than 
teachers) was more effective, that exchanging information with parents was more 
effective than seeking to train parents or involve them in teaching strategies, that 
observation was a better means of recognising poor behaviour than using academic 
work and that positive strategies are more effective than those that are negative. 
 A previous chapter (see above, Chapter 2) considered and discussed some 
strands of literature relevant to the studies and each study chapter enlarged upon some 
of the theory and research specific to each of them. With the completed studies and 
their results in hand, and following a summary of them, it is now pertinent to 
contextualise and discuss these in light of such existing theories and research, first 
within an international arena and, following that, within an Arabic and Kuwaiti 
context. 
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6.2 Discussion of findings – international theories and research 
 6.2.1 Philosophical context and systemic theory 
 At a philosophical level, there are considerable arguments concerning the 
positioning of constructivism within a model of human behaviour and morality. Kant, 
for example, sought to set a parameter of universal laws and categorical imperatives 
that must be within an accepted view of moral standards (Bagnoli, 2011). Rawls 
(1980), on the other hand, envisaged social justice as deriving from the adoption of an 
“original position” by members of a society in order that they were able to form views 
on how society should be governed. At the core of these arguments, however, and for 
the purposes of the arguments that derive from it in this study and with regard to 
systemic theory, is the point that “truths are not fixed by facts that are independent of 
the practical standpoint,” but are, rather, “constituted by what agents would agree to 
under some specified conditions of choice” (Bagnoli, 2011, p. 1). 
 Thus, if a rational epistemological standard is to be gained from a study of 
human behaviour, there must be multiple agents, and the multiple truths that emerge 
from their stated truths, beliefs and values must be considered. Support for this view 
within a theoretical standpoint can be seen in the work of, for example, Ford and 
Lerner (1992) with regard to the multiple influences that must be studied if human 
behaviour is to be properly understood and Schommer-Aikins (2004) in terms of 
asynchronous views needing to be put into any frame that sought to widen beliefs 
about learning. In this sense, the findings from the studies in this work can be aligned 
with these theoretical positions as well as with those of Mooij and Smeets (2009) in 
terms of teachers lacking a holistic view of their students and in having a wide 
variance of views that may be based more in familiarity and assumptions than in 
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objective evaluations of their behavioural traits. Alignment can also be found with the 
position taken by Maras and Kutnick (1999), who reject theories that are centred 
around teachers and their values and individual students, where emotional and 
behavioural difficulties are seen from the teacher and school perspective without 
taking sufficient account of wider social perspectives and the position of the child as 
situated within a complex system of influences. 
 
 6.2.2 Teachers 
 It may be posited that the findings from this current work support a contention 
that the role of teachers is enigmatic. This is because while the criticality of their role 
is clear, the wide range of motivations and abilities of teachers will be likely to have a 
strong impact on how classrooms are managed and on how behavioural traits are 
perceived, which suggests that teaching should not be an autonomous role. Support 
for such a theoretical position in terms of pupil perspectives of their teachers and how 
behaviour is assessed and managed can be seen from the work of writers such as Reid 
et al. (2010). In terms of classroom management approaches, that an understanding of 
their roles by teachers may ameliorate poor behaviour is supported by writers such as 
Apter et al. (2010) and Chalk and Bizo (2004). It can also be seen in a more negative 
sense from the work of writers such as Stephenson et al. (2000), who found a strong 
need for support among some groups of teachers to reduce poor classroom behaviour, 
support which should be sought among other stakeholder groups, notably parents. 
Thus, a number of theoretical positions ranging from inadequacies in single group 
approaches to a lack of holistic understanding of behavioural problems and to a 
perception by some teachers themselves that they need help from other groups all 
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come down, it is argued, to systemic approaches in education and in educational 
research that takes account of more than just teacher perspectives, seeing them rather 
as one element in a web of influences that are likely to condition child behaviour. The 
differences found in Study 1 between the expressed evaluations and observations of 
teachers further support such a theoretical and research position, where instrument 
scores were consistently lower than those of parents and placed different levels of 
emphasis on some behavioural traits compared to others – to the extent that statistical 
significance was found in some of the measures, for example in the important areas of 
Inattention, Hyperactivity, Emotional, Conduct Problems and being Pro-Social. 
Explanations for this could be proposed, such as different settings for observation or 
different rating scales, but the former surely supports teacher limitations (because they 
only observe behaviour in one setting), while the latter is untrue (with regard to parent 
ratings and these studies at least). Similar findings emerged from Study 2 with regard 
to parent and teacher comparisons, as they did in both studies between the 
observations of the researcher and the teachers. The lower reliability in overall teacher 
scores compared to those of parents also contributed to the sometimes asynchronous 
findings between this and other stakeholder groups. While this is not meant to imply 
that the values and beliefs of the teacher group have less value, it does strongly 
support a contention that the epistemological and ontological value of research that is 
too focused on the views and evaluations of this group is likely to be compromised. 
These points are supported in the work of Hargreaves et al. (2006), who found a wide 
range of reasons and motivations for people entering the teaching profession, in the 
work of Ornstein and Levine (2006) who found that the motives for being a teacher 
can be complex and varied and in the work of Skilbeck and Connell (2003), who 
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argued that personal perceptions of education may be important motivating forces for 
teachers. 
 As anticipated from the literature and from the results of studies 1 and 2, 
Study 3 found wide variances in the attitudes and perceptions of teachers. This 
perhaps provides a contextual setting in which the finding of no significant 
differences in behaviour and educational attainment between inclusion-trained and 
control schools was found in Study 2 despite the fact that support for the benefits of 
inclusion training for teachers can be seen from a range of international literature; for 
example, Hartley (2010, p. 1) finds that one “key reason” for the lack of success in 
dealing with special educational needs (SEN) is “the lack of core or basic 
understanding of SEN amongst the teaching workforce,” which is related to a lack of 
teaching expertise. Again within a UK context, Reynolds (2001) notes the criticality 
and complexity of inclusion training for teachers and suggests that the professional 
development needed to enhance the skill levels of teachers is often lacking. In terms 
of the attitudes of teachers and the findings from Study 3, literature suggests that 
teachers who have positive attitudes towards inclusion programmes are more likely to 
instigate changes that will be effective by adjusting their approaches and curricula 
than those who start out with a negative view (Taylor & Ringlaben, 2012). The 
generally positive views of teachers in training towards mainstream inclusion of 
children with emotional and behavioural difficulties has been found, furthermore, to 
decrease significantly when they (the trainee teachers) are confronted with formal 
policy requirements (Avramidis, Bayliss, & Burden, 2000). 
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 6.2.3 Parents 
 The critical role of parents has been discussed in previous chapters and the 
literature suggests that this role could be both negative and positive with regard to 
behaviour in schools, for example in early development (Baker, 2003; Bonci, 2008), 
in influencing the likelihood of externalising behaviour with too much parental 
control (for example Haan & Thelosen, 2013) and internalising behaviour where there 
was a lack of parental care (for example Holt et al., 2009) and in both of these 
respects (for example Vitaro et al., 2005). Research findings also suggested that 
interventions targeting parents could lead to behavioural improvements (for example 
Cartwright-Hutton et al., 2005). Further support for the influence of parents on the 
behaviour of children came from the work of Seginer (2006) with regard to 
interactions at home that could have an impact on behaviour in schools, from Barber 
and Olsen (2004) and Fan and Chen (2001) in finding that the home environment was 
important in promoting learning and academic achievement and that parent-teacher 
relationships were positively related with regard to behaviour and learning (Bowen et 
al., 2008; Hill & Chao, 2009). 
 While such influences were not directly included within the studies, it is held 
that the fact that there were significantly different evaluations of behaviour from 
parents compared to those of teachers suggests that the inclusion of parents within 
considerations of behaviour and academic achievement was aligned with the literature 
that supports such an approach. While it would be facile, as noted in Study 1 (see 
Chapter 3 above), to suggest that the views of parents may be of greater value than 
those of teachers, it would be at least equally as facile to suggest that the two sets of 
interacting views did not provide a more detailed and valuable insight into an 
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understanding of behaviour in schools (or, indeed, at home). Specific support for this 
emerged from Study 3, where teachers showed a greater willingness to exchange 
information with parents than to train them or involve them in the classroom. 
 
 6.2.4 Externalised and internalised behaviour 
 One of a number of points of note that emerged from the literature considered 
in Chapter 2 was the finding that externalised behaviour was more likely to be 
identified and reported than internalised behaviour (Bramlett et al., 2002; Loades & 
Mastroyannopoulou, 2010), which in turn could be seen as supportive of a view that 
wider perspectives than those of teachers should be sought in studying behaviour. 
This is of particular relevance when behaviour and associated academic achievement 
is being considered. Both Study 1 and Study 2 found that parents scored internalising 
behavioural problems (Emotional) considerably more highly than did teachers, with 
the difference between the two sets of scores being higher than for the predominant 
externalising problems scores (Hyperactivity and Inattention). This may be because 
parents have a better understanding of the emotional needs of their children, are more 
aware of them, or they may tend to be more concerned because they do not have 
points for comparison with peers, while teachers are able to compare across children. 
Fundamentally, it is argued that although the evidence may be somewhat limited in 
this respect, it is considered that sufficient of it was found within studies 1 and 2 with 
regard to important differences in reported levels of behaviour by the different 
stakeholder groups to suggest that the results may be aligned with the strands of 
literature that positively support the value of parental inclusion. This may have the 
potential to fill some gaps in the understanding of teacher perceptions of behaviour, 
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particularly with regard to that which is internalised. Indeed, there may be value in 
further work being undertaken in this important area (see below – future research). 
 
 6.2.5 Behaviour and educational achievement 
 As noted above (Chapter 2), the issue of behaviour in schools and in the 
classroom is of particular significance if it is strongly connected with academic 
achievement outcomes. These connections were considered and the possibility that 
they increase over the course of educational development, while those between 
cognitive ability and achievement recedes, were explored by Petrides et al. (2005) 
within an extensive research undertaking. Further work by Maguin and Loeber (1996) 
and a comprehensive review of a range of associated literature by McEvoy and 
Welker (2000) found that there were associations between poor behaviour and poor 
academic achievement and between non-engagement in externalising offensive 
behaviour and high levels of attainment. Within these studies, it was also found that 
interventions targeting bad behaviour could improve academic performance. 
 Similar findings with regard to the connections between behaviour and 
academic achievement, as well as the potential value of interventions, were explored 
through the work of theorists and researchers such as Lane et al. (2008); McConaughy 
et al. (2011); Metsapelto et al. (2015) and Vitaro et al. (2005). Further support for the 
connections comes from Akey (2006) and Gutman and Vorhaus (2012) in terms of 
wellbeing that included a range of factors, including behaviour. The work by Akey 
(2006), for example, found, through a longitudinal study on data collected from 449 
students over three years from US city schools, that school context, student attitudes 
and student behaviour had a significant impact on educational attainment in the core 
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subjects of reading and mathematics. This context was found across the studies 
undertaken in this thesis, where Study 1 established a connection between behaviour 
and educational attainment, a finding that was endorsed from the results of Study 2. 
The finding from the work by Akey (2006), that proactive teachers who establish 
behavioural norms through classroom management and being supportive of students 
can make a difference, was supported by the results of Study 3. 
 The international literature that may be cited in support of the findings from 
the studies presented in this thesis is extensive, with further examples being Korir and 
Kipkemboi (2014) who found from their quantitative research of schools in Kenya 
that the school environment and peer influences contribute significantly to academic 
achievement, and  Borg (2014, p. 1), who found from an analysis of student behaviour 
profiles from Icelandic schools (n = 1,570) that “behaviour categories (rowdy, 
conscientious, chatty, clever, active, shy, anxious, noisy and quiet) did contribute to 
the explanation of variance in students’ academic marks.” This rare (Kenyan) 
example of such literature from a non-western study is supported by the findings of 
the studies within this thesis with regard to the connections that exist between 
behavioural problems and educational attainment in diverse cultural environments, 
support that did not previously exist, at least not from a Kuwaiti perspective. It is also 
important to emphasise that while studies cited tend to focus on the school 
environment and on teachers and classroom management, there is a wider context that 
must be taken account of and this is also applied in the studies. As Garner, Kaufmann 
and Elliot (2014, p. 2) noteworthily point out, the issue (of instruction and behavioural 
and emotional difficulties) in schools cannot “be achieved in splendid isolation but 
must consider the complex interaction of biological, social, and psychological factors 
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involved in the etiology of EBD.” It is clear that the studies within this thesis are 
aligned with such a sentiment and one of the factors that may be analysed within such 
a diverse frame is gender. 
 
 6.2.6 Gender 
 As has been previously noted, the majority of studies concerning behavioural 
problems within schools have found that the behaviour of girls is significantly 
different (in terms of being less pronounced) to that of boys, particularly in the 
externalising aspects of it. Examples include Bowen et al. (2008); Hesketh et al. 
(2011) Loades and Mastroyannopoulou (2010); and Petrides et al. (2005). A very 
small minority reported non-significant gender differences but none reported that 
externalised behaviour was more apparent in girls than boys; thus, a tentative 
consensus can be claimed which proposes that externalised behaviour is consistently 
more apparent in boys and that if the behaviour of girls is more apparent at all, it is in 
emotional and internalised areas. 
 It is clear that the aims of some of the research agendas have produced various 
results with regard to gender – the work, for example, of Metsapelto et al. (2015) was 
almost entirely based (as noted) in the values and opinions of teachers and may have 
been influenced by the moderation of scores to take account of gender perceptions 
and expectations. While Gutman and Vorhaus (2012) found no significant differences 
based on gender, this does not exclude the potential for differences to exist because 
the study aim was to consider associations between behaviour and later outcomes (the 
behaviour may have been different between the genders, with the same approximate 
level of effect on educational outcomes).  
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 As noted above (see Chapter 2), results that typify the findings from the 
mainstream of the relevant literature, from Yuksel (2013), are that girl students in 
grades 1 to 3 had higher levels of social competence than boys, while the levels of 
antisocial behaviour of the latter was found to be significantly higher than in girls. 
This general view is somewhat aligned with the results from studies 1 and 2 of the 
present work, albeit with some reservations. For example Study 1 found that the mean 
scores for boys were higher (more behaviour problems) from teacher observations in 
all categories measured, with the exception of outside classroom behaviour, where the 
scores for girls were higher. For researcher observations, the scores were higher in all 
categories for boys; however, in terms of statistical significance and teacher 
observations, there were some significant interactions between genders, with boys 
having higher scores than girls in three of the measured traits (Aggressive Behaviour, 
Impolite Language and Taking Things) and girls had significantly higher scores than 
boys in one measure (Outside Classroom). In Study 2, the descriptive statistics show 
that for both teacher and researcher observations, the scores for boys were higher than 
those for girls in all six of the behavioural traits evaluated and the gender interactions 
were significant in all cases. 
 There are a number of reasons why these results do not allow for a definitive 
alignment of the study results with one or more strands of literature concerning 
gender differences in behaviour. One is the variances that exist within the findings, 
for example that one study showed higher levels of evaluated internalising 
behavioural problems among girls, while another indicated higher levels among boys 
in this category. Another is that the results are based on teacher observations and 
these have been shown to be at variance with results obtained from other groups 
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within the systemic approach adopted and yet another is that the data, for the main 
purposes of this study, has not been disaggregated at sub-levels, which means that the 
possibility exists that the higher levels of externalising behaviour reported may have 
been caused by a relatively small group of boys, as proposed by Hay (2007). Nor has 
it been possible to explore other theories of interest with regard to gender differences 
in behaviour, for example that parents have a tendency to engage in a socialising 
process by responding differently to signs of aggression in boys rather than girls. This 
has been argued by a number of authors, for example Martin and Ross (2005), or that 
teachers may also respond differently to boys, as found in research, for example by 
Altermatt, Jovanovic and Perry (1998). 
 A further point with regard to gender is an anticipation, based on the overall 
findings, that the academic performance of girls may have been expected to be higher 
under certain conditions because if the behaviour of girls was better across whole 
classes and if that of boys was worse across whole classrooms, then the associations 
found between behaviour and academic achievement should, other things equal, also 
be apparent between genders, as found by a number of authors, for example Voyer 
and Voyer (2014). However, such points remain unanswered because gender was not 
at the core of the studies whose results are contained within this thesis. The fact, 
however, that there remain gaps in knowledge of this issue and that the data collected 
may have the potential to throw some light on them suggests that more research 
should be undertaken in this area. 
 On the whole, this section has found alignment between the studies within this 
thesis and a range of literature that covers the relevant areas of educational 
psychology, for example in the value of including parents and other groups within 
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evaluation systems, in the attitudes, values and beliefs of teachers and in how there 
may be resistance to government policies and programmes and in important 
associations between behaviour and academic achievement. Despite such resistance, it 
has also found support for positive value being derived from inclusion and other 
programmes and has found a sufficient level of doubt to propose that the issue of 
gender in terms of behaviour and educational achievement remains outstanding. 
However, while the settings for the discussion contained and the theories and research 
discussed has been an international one, this has excluded an Arabic setting generally 
and a Kuwaiti one specifically. 
 
6.3 Discussion of findings – an Arabic and Kuwaiti context 
 A number of points were made (see above – chapters 1 and 2) with regard to 
culture and cultural aspects generally and Arabic culture and that of Kuwait 
specifically. Within the general points it was suggested that in order for 
epistemological truths and values to be properly researched, they must be seen 
through a cultural lens and that this is particularly important with regard to human 
behaviour because this will be at least partly determined through cultural influences 
and norms. With regard to education and the research design of the studies in this 
thesis, the values and beliefs of parents and even teachers will not only be a partial 
determinant of behaviour but also of how behaviour is evaluated and in how special 
needs are viewed. Alongside these points, it was noted that a comprehensive search 
found a dearth of relevant studies within a wider Arabic context, which in itself 
emphasises the potential value in terms of knowledge gaps that this and other studies 
within Kuwait may contribute towards.  
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 The importance of making these and other points is clear – they provide strong 
support and justification not only for the studies conducted within this thesis but also 
for the methods employed and the cultural context within which it is set. If there is 
one common strand that links the relatively limited literature within this field, it is the 
expressed need for changes within whole school contexts and in the attitudes and 
approaches of teachers, a strand that can be fully aligned with this present work and 
with systemic approaches. At a more micro level, Al-Sharhan (2012) proposed that 
there was a need for interventions that targeted both behavioural problems and 
academic achievement and that there was a strong need for better teacher training, 
particularly in classroom management. The results from the three studies of this thesis 
can clearly be aligned with those of Al-Sharhan (2012), albeit that this present study 
has added caveats with regard to teacher attitudes and the importance of addressing 
them positively. 
 Further support for the addressing of teacher training and attitudes can be seen 
in the work of Al-Manabri et al. (2013), who found that teachers in mainstream 
schools that had been inclusion trained were more likely to see the benefits that could 
be gained by students from changes instigated and that there were indications of 
improvement in “empathy and understanding” as well as engagement with parents 
and the wider community (Al-Manabri et al., 2013, p. 11). However, as a result of 
their study the authors also indicated that teachers were likely to require more than 
just training and should be included within a concept of support from colleagues and 
school leaders – a “school network supportive system” that will “improve 
instructional practices” (Al-Manabri et al., 2013, p. 12). Again, it is held that these 
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findings can be aligned with those found from this present work, in this case from 
Study 3. 
 As has been previously noted (see above, Chapter 2), the results of a study by 
Everatt et al. (2011) found a relationship between off-task behavioural problems such 
as poor attention, hyperactivity and impulsiveness and educational attainment within 
an Arabic/Kuwaiti educational environment. This leads to a conclusion that children 
within such an educational and cultural environment have the same potential for poor 
educational outcomes based on behavioural patterns that children within other cultural 
and educational contexts can suffer. This leads the authors to propose that sustained 
interventions designed for a range of complex needs have the potential to reverse the 
consequences even of prolonged periods of educational failure. The core finding of 
the study by Everatt et al. (2011), of a relationship between externalising behavioural 
problems and educational achievement, is aligned with similar findings from this 
present work; indeed, it may be suggested that this present work adds further 
vindication to the area of study in terms of wider associations between behaviour and 
attainment. 
 This and the previous section have highlighted areas of research and theory 
that may be associated with the approaches and findings from the studies undertaken 
in this thesis. The findings from the studies are supported in much of the literature; 
indeed, it may be posited that the extent and range of the studies undertaken in the 
thesis encompass and connect a range of other studies, for example Akey (2006); 
Borg (2014); Gutman and Vorhaus (2012) and McEvoy and Welker (2000) in an 
international context and Al-Sharhan (2012) and Everatt et al. (2011) in an 
Arabic/Kuwaiti one. Support for the benefits that can come from inclusion training for 
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teachers was found in the work of Akey (2006); Al-Manabri et al. (2013); and Everatt 
et al. (2011). However, it is stressed that careful attention should be paid to the nature 
and extent of the training provided and that it should involve multiple agencies and 
groups, as noted by Everatt et al. (2011), Garner et al. (2014) and Korir and 
Kipkemboi (2014). Some contrasts with existing work were also found, for example 
with regard to gender. However, while the broad and encompassing nature of this 
study may be seen as a strength, and one which differentiates it and justifies its 
potential value, some important limitations exist within it. 
 
6.4 Limitations 
 The limitations associated with the individual studies within this thesis have 
been discussed in the appropriate chapters (see above). These include that the design 
has been akin to case studies and one potential drawback with such research is the 
limited potential for generalisations. Other noted limitations include the number of 
control schools used compared with those where the intervention took place, the total 
number of schools included, the fact that only two grades were employed and that the 
value of the results is based on an assumption that the evaluations and beliefs 
expressed were a true reflection of values and opinions held. Some of these 
limitations were due to the nature and extent of the intervention and others were based 
on rational decisions made concerning the resources available and on what could be 
reasonably achieved given existing logistics and the breadth of what is suitable for a 
research project undertaken by one researcher. 
 Within these limitations, however, some methodological issues arise that 
require attention. It is acknowledged that the potential use of composite scores across 
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measures and across raters may have had the potential to deal with some confounding 
issues that may have existed. One key one is inherent rater bias and it is contended by 
a number of writers that composite scores using multiple measures are likely to 
produce more reliable scores (for example Edwards, 1994). Murphy (2014) draws 
particular attention to concerns about the reliability of teacher observations, 
suggesting that measurement error and rater bias are particularly challenging issues. 
On the other hand, Tisak and Smith (1994) make the point that the issue is an 
empirical one that should be considered on a study by study basis. While noting that 
composite scores have some advantages, Jacobs, Smith and Goddard (2004) also posit 
that the use of such measures is not a straight forward issue and may be challenging to 
the extent of raising issues that question the veracity of their application. In these 
senses, and bearing in mind the implications and meaning of adopting a systemic 
approach, the potential use of composite scores may be questionable for this study. 
However, the fact that their use was not explored or tested is seen as being a 
methodological limitation. 
 Although the issue of chance findings has been noted in the thesis, more 
attention and emphasis could have been given to it. When carrying out the multiple 
correlations and ANOVAs, and apart from the possibility of finding a chance event 
when more than 20 tests were carried out (as were, for example, in Study 3), more 
attention could have been given to the potential for multiple comparison problems. 
These occur when two or more factors are being tested. If, for example, there are two, 
this effectively means that three null hypotheses are being tested (two main effects as 
well as one interaction). This raises the probability bar of a Type 1 error from 5% to 
14% (Cramer, Ravenzwaaij, Matzke, Steingroever & Wetzels et al, 2016). The 
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implications of these potentially significant problems can only lead to an acceptance 
that this, too, should be seen as a limitation of the thesis. 
 A further methodological limitation is that the use of multivariate statistics 
was not considered and discussed in more detail. This may have potentially brought 
more clarity to the study and to its results because it would have allowed for analysis 
at multiple levels. It may also have assisted in terms of assigning relative importance 
to variables and may have been of benefit with regard to controlling for the increased 
risk of Type 1 errors. On the other hand, multivariate analysis may have involved 
more subjective assumptions having to be made (for example with regard to assigning 
relative importance) and the addition of dependent variables would have meant losing 
degrees of freedom by their inclusion. This would have been offset if the dependent 
variables had been uncorrelated but they were not. In the prevailing circumstances, 
furthermore, it may be argued that there is less ambiguity from the use of ANOVAs. 
Nevertheless, this does not preclude the possibility that the advantages associated with 
MANOVAs may have outweighed the possible disadvantages and so not considering 
them is a justifiably stated limitation. 
 At the outset, consideration was given to a qualitative approach for Study 3 
but this was rejected in favour of the quantitative study that was undertaken. 
However, with hindsight, there are a number of reasons that suggest some 
considerable epistemological value may have been lost through this decision. One is 
the limited number of participants and a belief that having considerable numbers for a 
quantitative study is more important, by the different natures of each methodology, 
than for a qualitative approach. Indeed, this may have compromised the veracity of 
the results obtained. Another is the potential value that could be seen from the ‘other’ 
BEHAVIOUR AND ACADEMIC ACHIEVEMENT IN KUWAIT PRIMARY 
SCHOOLS   306 
 
 
 
comments provided by the survey participants. These suggests not only that more 
meaningful answers could have been provided in terms of the study aims and 
objectives but also that cultural dimensions could have been fruitfully explored in 
much more detail. Therefore, the quantitative design used as opposed to the potential 
that existed for a qualitative or mixed methods one is a further limitation to the work. 
 There are further limitations that can be noted, this time in a wider and more 
general sense. One obvious and important one is that while every effort was made to 
show typicality between the ‘baseline’ schools and grades and those where the 
intervention took place, they were different scenarios. Had it been possible, greater 
validity could have been gained by setting the baseline study within the same schools 
and grades prior to the intervention so that the same students, teachers and schools 
could have been researched where the inclusion project was first instigated and 
unfolded. Support for such an approach can be seen in a range of studies; for example, 
Chavuta, Itimu-Phiri, Chiwaya, Sikero and Alindiamao (2008) in their work involving 
20 schools and inclusion in an educational district of Malawi. The quantitative and 
qualitative data gathered for a baseline study in this case was used to identify the 
challenges and opportunities presented by inclusion programmes. This included the 
attitudes and beliefs of teachers, head teachers, education management committees 
and other groups, the existing levels of participation of SEN students and their 
parents, the strategies that may be suitable for adoption and the information gathered 
from the baseline for designing appropriate interventions. 
 While not all of the approaches used in the baseline study by Chavuta et al. 
(2008) and other such studies would have been applicable to this work, there can be 
little doubt that had such an initial study been possible, it would have provided 
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additional benefits. The same may be seen with regard to a post intervention study, 
although it may be argued that some elements of this exist within Study 3 inasmuch as 
it elicited the views, values and opinions of teachers who had been inclusion trained 
and who could therefore reflect on their experiences. 
 A further limitation is that other sources of data from other relevant groups 
and individuals, within a systemic framework, were not employed. These include 
school managers, education authorities and even policy makers. Perhaps the most 
important group that was not included is the children themselves and their peers (for 
example through the use of socio-metric methods). 
 This wider reflection on the limitations of the study has the potential to 
influence some of the recommendations for future research. 
 
6.5 Future research 
 As has been noted in this and previous chapters, the extent to which 
internalising behaviour in schools has been studied and recognised lags behind the 
often more obvious and overt behavioural traits associated with that which is 
externalised. Although heavily focused on externalising behaviour, the data gathered 
for the studies in this thesis has included internalising behaviour and, it has been 
argued, there are sufficient grounds and a sufficient gap in existing knowledge to 
suggest that benefits could be gained from a focus on this part of behavioural 
problems and on the extent to which it may be associated with academic achievement. 
 One further question that has been raised is the extent to which internalising 
(emotional/socialising) behavioural problems are more prevalent among girls than 
boys and, conversely, the reasons why externalising behavioural problems are more 
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apparent among boys than girls (for example whether it is a general trait or whether a 
minority of boys are responsible for such findings). Such enigmas clearly exist within 
the issue of gender and behavioural problems as well as with associations that may be 
made concerning educational attainment. The possibility exists from the data 
collected for the studies within this thesis to explore these areas where knowledge 
gaps continue to exist. Therefore, and as noted above, it is posited that 
epistemological value could be gained from further research on gender. 
 The inclusion project for primary schools, as noted, ran from 2010 to 2013 in 
one education district of Kuwait (District 6, Mubarak Al-Kabeer), involved all 28 of 
the schools in that district and was across all grades. Within the project, a decision 
was made to establish two further schools (one for each gender), each with a capacity 
for 100 pupils, for children who were assessed in the mainstream schools as requiring 
greater levels of help and support than could feasibly be provided. In these schools, 
class sizes are maintained at 10 children per class. From 2013 to 2015, the inclusion 
project was instigated in 11 of the 15 intermediate schools (grades 6 to 9 inclusive) in 
the same educational district (District 6), with the number of schools being limited (to 
11) due to funding issues. Commensurate with established methods and approaches 
from the primary schools, the project schools were rated as being low, medium and 
high in terms of the extent to which the project had been instigated and two schools 
were established (one for boys and one for girls) for children who were assessed as 
requiring higher levels of help and support. Similarly, but with all 13 schools being 
included, secondary (high) schools (grades 10 to 12) were a part of the project from 
2013 to 2015, with 2 (of the 13) schools being selected as being specialist LD schools. 
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 In summary, all primary schools in District 6 were a part of the inclusion 
project from 2010 to 2013 and 11 of 15 intermediate schools and all secondary 
schools were included in the project from 2013 to 2015. Although it is hoped that the 
inclusion programme will be extended to other districts, the position at the time of 
writing was that the project is now finished in District 6 and any future programmes 
are contingent upon further funding being granted. Although the project in District 6 
is completed and no longer funded, CCET staff continue to support schools when 
called upon to do so. Whether such support should continue or be realigned, for 
example in terms of the methods and approaches used to categorise inclusion schools 
as high, medium or low, as a result of this thesis is a matter for others to consider. 
 Although the project has been completed the point can be made that its legacy 
will continue, at least until there have been significant staff changes, because the 
teachers have been inclusion trained. The opportunity, furthermore, was taken to 
collect data from treatment and control intermediate schools prior to the instigation of 
the 2013-15 inclusion project, which means that a future experimental/longitudinal 
study may be undertaken. Thus, there are a number of future research opportunities 
that are open to further develop our understanding of educational psychology within a 
Kuwaiti/Arabic context. Apart from a possible experimental/longitudinal study 
involving intermediate schools, and bearing in mind the finding that the inclusion 
project may have been more effective for Grade 4 than Grade 5, the effects of the 
project on the behavioural and educational attainment levels of Grade 5 pupils who 
had been taught by inclusion trained teachers throughout their primary years could be 
usefully studied. This would also be an opportunity to consider the ongoing effects of 
the programme compared to the baseline for Grade 5 established in this work. Further 
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possibilities exist in intermediate and secondary schools, particularly among students 
who have been taught by inclusion trained teachers from 2013. Within such a study, 
the potential to extend the systemic approach exists with the inclusion of students who 
would be of an age where their opinions and evaluations would be valid and credible 
and could add considerable value to the work. 
 A number of writers and researchers, for example Al-Manabri et al. (2013); 
Al-Sharaf (2006); Everatt et al. (2011) have implicitly or explicitly noted the lack of 
research in this and other areas of educational psychology in an Arabic cultural 
context, against a background where considerable amounts have been invested in 
education systems in many such nations, particularly among the six that comprise the 
Gulf Cooperation Council (GCC). Alongside investment in education has recently 
come theological, philosophical and theoretical interest in disability and in addressing 
the diversity of educational needs within GCC nations, Qatar’s ‘Education for a New 
Era’ initiative being one further example of policies that have been formulated to 
address this interest and recognised wider educational needs (Weber, 2012). Thus, 
there is clearly a need for studies such as this present study to be undertaken in the 
wider region so that a better understanding of the effectiveness of such initiatives can 
be gained and can be aligned and compared with the results of studies that have been 
completed. Such further studies could only add to a jigsaw that can build a picture of 
relative truth and avoid the pitfall of over-generalising and extrapolating from the few 
results that are currently available. 
 If such studies are undertaken in the future, consideration (based on 
experience gained from this study) may be given to an even greater focus on cultural 
differences. In such a sense, this work has found that associations exist between some 
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behavioural traits and levels of educational attainment, as studies in predominantly 
western contexts have so found. This could be built upon by seeking to study further 
the cultural differences that exist and how they manifest in differences between the 
established differences (between behaviour and educational attainment). One clue to 
the possible outcomes of such research may be seen in the observation that some non-
western cultural contexts emphasise hard work as opposed to ability as yardsticks for 
success (Ho, 2004). A further possibility is to consider the addition of the key group 
of students themselves within a systemic approach (although it is acknowledged that a 
level of age and therefore maturity would have to have been gained by participants – a 
level that the students from the studies in this work, for example, will, in the coming 
years, achieve) as well as head teachers, the importance of whose role has perhaps 
been under-studied in this work. Consideration may also be given to alternative 
measures of behavioural outcomes other than academic tests, a point that may gain 
further credence if the possibility is acknowledged that teacher ratings of student 
behaviour, postulated in the discussion from Study 2, may be influenced by the 
perceived potential of the behaviour to affect educational attainment. Finally, in the 
case of this work the credibility of the researcher observations were undermined by 
the fact of him not being ‘blind’ to the type of school being evaluated. Such weakness 
should be noted and eliminated from any future work that utilises such observations. 
 
6.6 Recommendations for practice 
 Although it could not be scientifically established, the possibility emerged 
from Study 3 that while the implementation of inclusion practices may have been 
lacking (thereby confirming the results of Study 2), teachers who had been inclusion 
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trained retained understanding and knowledge of that training. When this is aligned 
with the statistically significant finding between inclusion and non-inclusion trained 
teachers that Kuwaiti educational structures lead to problems with attitudes to 
learning, the possibility emerges that too little attention may have been paid within 
policies and the structures that implemented and guided the inclusion project to the 
feelings and values of teachers. It is a commonly held, empirically based, and 
interdisciplinary understanding that change is likely to be resisted by those who will 
be affected by change processes (Hon, Bloom, & Crant, 2014). Overcoming, or at 
least minimising, such resistance can be achieved by approaches such as interactive 
formal and informal communication, by the involvement of this stakeholder group in 
the development of the process and allowing them to be part of, rather than being 
excluded from, the innovations that develop the change policies and directions 
(Cameron, 2008). Fundamentally, the further a change is removed from being 
perceived as being a ‘top down’ imposition, the more likely it is to succeed and the 
more likely it is that those involved will feel a sense of ‘ownership’ with it. It is 
therefore recommended that future policies in this and other areas of Kuwaiti 
education are guided to a greater extent by such approaches. 
 It has been acknowledged that while this study makes a potentially important 
contribution towards understanding the issue of behaviour and associations between it 
and educational attainment in cultural contexts that have not received sufficient 
attention both generally (non-western contexts) and specifically (Arabic/Kuwaiti 
contexts), more needs to be done to understand the extent to which cultural factors 
influence differences. However, it is held that this study has established that such 
differences exist and that they may be of great importance in terms of the direction, 
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focus and even success of future interventions and other such policies. While there 
may be little doubt that the use of an outside (UK) team of experts assisted the 
inclusion project, it is recommended that such assistance should be carefully 
considered in the future so that it remains useful while not reaching a point at which it 
could become impositional. This means not reaching a point where changes are too 
aligned with a set cultural pattern but are too asymmetric with the evolving cultural 
and social norms of Kuwait to be effective and purposeful. 
 
6.7 Conclusion 
 A number of findings from this study can be noted in terms of informing the 
field of educational psychology in which it is positioned. One is the use of systemic 
theory, which was employed for several reasons. These included a belief, which 
emerged from the review of relevant literature, that results based in the views of one 
group of stakeholders had less validity than those that sought the values and opinions 
of a wider spectrum of interested parties. In similar vein, points were raised by a 
number of authors, for example Burden (2010); Gwernan-Jones (2010); Mooij and 
Smeets (2009) and Woolfolk (2001), that the observations of teachers may be biased, 
pre-judged or otherwise limited in terms of validity and reliability and may focus on 
particular aspects of behaviour (for example that which is externalised and/or which is 
perceived as likely to affect educational attainment). Such a systemic approach allows 
for the consideration of an array of influences as well as these perspectives, areas that 
cannot be sufficiently studied, it is argued, if the approach is singular or fragmented. 
 It emerged from the studies within this present work that teacher values and 
opinions were less reliable than those of parents as measured by some overall Alpha 
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Cronbach scores and reflected a multitude of motivations, beliefs and approaches. 
This is not meant to imply criticisms of teachers but does emphasise that their 
outlooks and considerations have limitations, as do those of parents and even those of 
an external observer. Therefore, it has been posited and, it is argued, shown through 
the studies, that it is necessary to seek an understanding of the subject area through 
multiple stakeholders and by eliciting multiple truths. Thus, the use of a systemic 
approach may be seen as a contribution to knowledge in this area of educational 
psychology. 
 Despite the often variant views found, particularly between those of teachers 
and other groups (parents on the one hand and researcher observations on the other), 
the studies did establish a link between behaviour and educational attainment, as has 
been found in a range of other work, for example by Everatt et al. (2011); 
McConaughy et al. (2011); McEvoy and Welker (2000) and Petrides et al. (2005). 
Although marginal and not to statistically significant levels, Study 2 also found that 
there was a connection between lower levels of poor behaviour and higher levels of 
academic achievement among students who were taught by teachers who had been 
inclusion trained compared to those who had not and that this was particularly notable 
in Grade 4 students. 
 However, this should not detract from the wider, more comprehensive and 
statistically verified finding that there were few, if any, differences between levels of 
behaviour and academic attainment based on the grouping of schools into those that 
were high inclusion, low inclusion trained and control schools. This was supported by 
the findings from Study 3, although the possibility exists that a distinction may be 
drawn between teachers who had been inclusion trained and those who had not in 
BEHAVIOUR AND ACADEMIC ACHIEVEMENT IN KUWAIT PRIMARY 
SCHOOLS   315 
 
 
 
terms of having an understanding and knowledge of different classroom practices, 
albeit that there was a lack of evidence that this had been put into practice. 
 Such findings and the recommendations made as a result of them, alongside 
the support for systemic theory and the other findings that emerged from studies 1 and 
2, provided a range of useful information that did indeed inform the field of study. 
This can be illuminated by noting the overall aims of the thesis, which fundamentally 
were to consider associations between behaviour and educational achievement in a 
non-western and Arabic/Kuwaiti context, to consider whether there were important 
differences in these outcomes between groups of teachers who had been inclusion 
trained and those who had not and to consider the values, opinions and beliefs of 
Kuwaiti teachers both separated between those who had been inclusion trained and 
those who had not and as a whole group. 
 With regard to cultural context, the study contributed to knowledge by 
providing a platform upon which future work may be undertaken. Through the 
available literature and through discussions associated with the results, important 
differences that exist in the cultural context studied were found and inferred. The 
relative significance of these, for example attitudes towards teaching, towards the 
system, towards gender and between tribal groups, clearly requires further attention 
but any future attention will, it is held, benefit and may take direction from this study. 
 With regard to the aspect of inclusion training that is concerned with 
classroom management, the finding of relatively little effect may be seen as an 
important contribution and, again, may be seen as a platform upon which future 
research and even policy designs can be built. For example, in terms of how 
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behavioural outcomes may otherwise be measured and in how training may be aligned 
with needs and outcomes. 
 In a connected sense, the work has contributed to an understanding of the 
beliefs, values and perceptions of Kuwaiti teachers by showing that they are likely to 
resist change, that they may retain individual classroom beliefs and that these, 
culturally embedded as they are likely to be, are likely to supersede policies that are 
not aligned with them. Again, it can be proposed that this is not only a useful 
contribution to knowledge in its own right but also, again, provides a platform for 
future work that considers the nature and extent of the influences that inhibit policy 
initiatives and changes in both a Kuwaiti and wider context. 
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 )AQHA( cibarA ni eriannoitseuQ ytivitcarepyH dna noitnettanI :1 xidneppA
 noitalsnart hsilgnE htiw ,stneraP dna rehcaeT
 
  للمعلمين
 القسم: ..............................   اسم المعلم:............... 
 اسم الطالب/الطالبة: ................   الصف: .............................
 
 تحية طيبة... وبعد،،،
الاستبانة مجموعة مؤشرات عن: الانتباه، وفرط النشاط، تحمل هذه 
والاندفاعية، أرجو وضع علامة ( / ) في الخانة التي تراها مناسبة لسلوك 
طالبك/ طالبتك ومدى انطباقها عليهم؛ لمساعدتنا في تشخيص الحالات ووضع 
 الحلول المناسبة لمواجهتها.
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 :الانتباه -أولا
 أبدا ادران أحيانا دائما الانتباه م
     عندما تتكلم مع طالبك مباشرة، هل يبدو أنه يستمع إليك؟ 1
     هل طالبك قادر على إتباع التعليمات؟ 2
     هل طالبك قادر على إنهاء الواجبات المدرسية؟ 3
 4
 هل طالبك يعانى مشكلات التنظيم؟ 
 (مثال: أغراضه غير منظمة)   
    
 5
هلللل يتجنلللب طالبلللك المهلللام التلللي تتطللللب جهلللدا عقليلللا مسلللتمرا؟  
 (مثال:  يتجنب الواجبات  المدرسية أو ألعاب التفكير.)               
    
 6
 هل طالبك كثيرا ما يفقد أشياءه؟ 
 ( مثال: أقلامه, كتبه ... الخ)؟                                                       
    
 7
 طالبك يتأثر بسهوله بالمؤثرات الخارجية؟هل 
 (مثال: عندما يدرس ويمر طائر أو أحد يتكلم في الخارج)
    
 8
 هل طالبك كثير النسيان؟
(مثال: ينسى الأناشيد أو الآيات القرآنية أو المعادلات الحسلابية, 
 أو ينسى الواجبات)
    
 9
 أوالأنشطة؟هل لدى طالبك صعوبة في إدامة الانتباه في المهام 
 دقائق)                                             01(مثال: لا يستطيع القراءة أكثر من  
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 فرط النشاط والاندفاعية: -ثانيا
 أبدا نادرا أحيانا دائما فرط النشاط والاندفاعية م
 1
 هل طالبك يظهر قلقه بحركات متواترة؟
 (مثال: يهز رجليه, يحرك القلم بين يديه)                                      
    
 2
هلل طالبلك يجلد صلعوبة فلي القعلود حلين يكلون ملن الضلرور  
 أن يقعد؟ 
 (مثال: في الفصل عند حل الواجبات)
    
 3
هل طالبك يتحرك بكثرة في المواقف التي تتطلب الهدوء؟ 
 في الفصل) (مثال: يقفز على الأثاث
    
 4
هلللل طالبلللك قلللادر عللللى حلللل المسلللائل أو القلللراءة أو النقلللل ملللن 
 السبورة...الخ  بهدوء؟  
    
 5
 هل طالبك دائم الحركة/ أو متأهب للانطلاق؟
 (مثال: يترك مقعده) 
    
     هل طالبك مفرط الكلام/ يتكلم كثيرا؟ 6
 7
 السؤال؟هل يجيب طالبك عن سؤالك قبل أن تنتهي من إلقاء 
 (مثال: يقاطعك وأنت تسأل السؤال)
    
     هل لدى طالبك مشكلة في انتظار دوره؟ 8
     هل طالبك يقاطع الآخرين في الكلام؟ 9
 
   شاكرين لكم مساهمتكم معنا،،،
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 استبانة أولياء الأمور-
 
الصف:................ تاريخ  اسم الطالب: ........................
 الميلاد:.................
 السيد المحترم/ ولي أمر الطالب ...........................
 تحية طيبة وبعد،،،
تحمل هذه الاستبانة مجموعة مؤشرات عن الانتباه وفرط النشاط والاندفاعية، 
أرجو وضع علامة ( / ) في الخانة التي تراها مناسبة لسلوك ابنكم/ ابنتكم ومدى 
ليه؛ لمساعدتنا في تشخيص الحالات ووضع الحلول المناسبة انطباقها ع
 لمواجهتها.
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 :الانتباه -أولا
 أبدا نادرا أحيانا دائما الانتباه م
     عندما تتكلم مع ابنك مباشرة، هل يبدو أنه يستمع إليك؟ 1
     هل طفلك قادر على إتباع التعليمات؟ 2
     المدرسية أو المنزلية؟هل طفلك قادر على إنهاء الواجبات  3
 4
 هل طفلك يعانى مشكلات التنظيم؟ 
 (مثال: أغراضه غير منظمة)   
    
 5
هلللل يتجنللللب طفلكللللم المهلللام التللللي تتطلللللب جهلللدا عقليللللا مسللللتمرا؟  
 (مثال:  يتجنب الواجبات  المدرسية أو ألعاب التفكير)               
    
 6
 هل طفلك كثيرا ما يفقد الأشياء؟ 
 ( مثال: ألعابه, كتبه ...الخ)؟                                                       
    
 7
 هل طفلك يتأثر بسهوله بالمؤثرات الخارجية؟
 (مثال: عندما يدرس ويمر طائر أو أحد يتكلم في الخارج)
    
 8
 هل طفلك كثير النسيان؟
 الواجبات)(مثال: ينسى الكتب في المدرسة, ينسى 
    
 9
 هل لدى طفلك صعوبة في إدامة الانتباه في المهام أو الأنشطة؟
 دقائق)                                             01(مثال: لا يستطيع القراءة أكثر من  
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 فرط النشاط والاندفاعية: -ثانيا
 
 أبدا نادرا أحيانا دائما فرط النشاط والاندفاعية م
 1
 هل طفلك يظهر قلقه بحركات متواترة؟
 (مثال: يهز رجليه, يحرك القلم بين يديه)                                      
    
 2
هل طفلك يجد صلعوبة فلي القعلود حلين يكلون ملن الضلرور  أن 
 يقعد؟ 
 (مثال: في الفصل عند حل الواجبات, في وقت الغداء)
    
 3
المواقف التي تتطلب الهدوء؟ (مثال: هل طفلك يتحرك بكثرة في 
 يقفز على الأثاث في المكتبة, في غرفة الأكل)
    
     هل طفلك قادر على اللعب بهدوء؟   4
 5
 هل طفلك دائم الحركة/ أو متأهب للانطلاق؟
 (مثال: يترك مقعده) 
    
     هل طفلك مفرط الكلام/يتكلم كثيرا؟ 6
     أن تنتهي من طرح السؤال؟هل يجيب طفلك عن سؤالك قبل  7
     هل لدى طفلك مشكلة في انتظار دوره؟ 8
     هل طفلك يقاطع الآخرين في الكلام؟ 9
 
 
 شاكرين لكم مساهمتكم معنا،،،
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English translation 
Teacher:.....................................Department..................................... 
level:...........................................Student name:......................................... 
 
Inattention 
No Sentences Always Sometimes Rarely Never 
1 When spoken to directly, does your 
child (student) seem to be listening to 
you? 
    
2 Is your child (student) able to follow 
instructions? 
    
3 Does your child (student) fail to finish 
his/her homework? 
    
4 Does your child (student) have 
problems with organization? eg, 
his/her belongings are unorganised 
such as bedroom and school-work.  
    
5 Does your child (student) avoid/ 
dislike tasks that require sustained 
mental effort? eg, when doing 
homework, or games that involve 
thinking.  
    
6 Does your child (student) often lose 
things, toys and books ...etc?  
    
7 Is your child (student) easily distracted 
by extraneous stimuli? eg, a bird 
passes-by while he/she is studying or 
there is talking outside class. 
    
8 Is your child (student) forgetful? eg: 
forgets schoolbook or/and homework. 
    
9 Does your child (student) have 
difficulty sustaining attention in task 
or play activation? eg : he/ she cannot 
read for more than 10 minutes.   
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 Hyperactivity and Impulsivity 
 
   
No Sentences Always Sometimes Rarely Never 
1 Does your child (student) fidget to 
hands or legs when.....? eg: moves legs 
or/ and hand repeatedly.  
    
2 Does your child (student) have 
difficulty remaining seated when it is 
necessary? eg: while doing homework 
or/and during eating.  
    
3 Does your child (student) run about 
climb excessively when it is 
inappropriate? eg: jumps on furniture 
or/and jumps on things in dining room.   
    
4 Is your child (student) able to play 
quietly?  
    
5 Does your child (student) seem like 
he/she is on the go? eg : he/she leaves 
his/her seat. 
    
6 Does your child (student) talk 
excessively? 
    
7 Does your child (student) answer 
before you finish your question? eg: he 
interrupts while you are asking 
him/her something. 
    
8 Does your child (student) have 
problem awaiting his/her turn. 
    
9 Does your child (student) interrupt 
others? eg: barge-in/disrupt 
conversations and games.  
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 الملاحظه للمعلمين حول السلوك الطلابي في الفصلقائمة 
 
 المادة: ..............................       .................المعلمة:.........................../اسم المعلم
 الصف: .............................   ..  .....................اسم الطالب/الطالبة: ...................
 
 تحية طيبة... وبعد،،،
) في الخانة √ تحمل هذه القائمة مجموعة مؤشرات حول السلوك الطلابي في الفصل أرجو وضع علامة (
لمساعدتنا في تشخيص الحالات ووضع الحلول  عليهمومدى انطباقها  التلميذة /التلميذالتي تراها مناسبة لسلوك 
 ة لمواجهتها.المناسب
 ابدا نادرا احيانا دائما العبارة (الحدث) الرقم
     الطالبة من دون استئذان.\يتكلم الطالب 1
     الطالبة من اماكنهم من دون استئذان.\يقوم الطالب 2
     .المعلمة/المعلمالطالبة ارشادات \لا يتبع الطالب 3
     مهامهم. الطالبة في الفصل عوضا عن أداء\يتجول الطالب 4
الطالبة زملائهم فيعقون الآخرين عن أداء مهامهم و \يضايق الطالب 5
التركيز في دروسهم بسلوكيات لفظية او حركية مثل بالتحدث معهم او 
 دفع الطالب الاخر. 
    
     لغة غير مهذبة في الفصل. الطالبة\لبايستخدم الط 6
     .لمعلمةا ىبأسلوب غير مهذب عل الطالبة\لبايرد الط 7
     اشياء لا تخصهم بل هي ملك زملائهم. الطالبة\لبايأخذ الط 8
     الطالبة في الفصل(لفظيا).\يتجادل الطالب 9
الطالبة في الفصل(جسديا مثل يستخدم اليد او القدم او \يتشاجر الطالب 01
 اي اداة). 
    
(مثل للأعلى او الطالبة في اتجاه مختلف عن الشرح \ينظر الطالب 11
 الاسفل)
    
     .الطالبة كثير الحركة في الكرسي\الطالب 21
     الطالبة يقوم بإزعاج صوتي(مثل بالقلم او الطاولة او الكرسي) \الطالب 31
       يتململ مثل يلعب بالقلم او الملابس الطالبة\لباالط 41
تحدث مشتتات خارجية(مثل اي صوت او حركة خارج الفصل  51
 الطالبة)\وتشتت انتباه الطالب
    
 
 وضع دائرة على الإجابة المناسبة:يرجى 
 الأسبوع ؟في  التلميذة /التلميذكم حصة تدرس هذا  -
 حصص 4-3   حصة  2-1     حصة 0
 فوق حصص و  9   حصص  8-7   حصص  6-5
 الطفل؟ هل يمكنك تذكر وجه الطفل عند قراءة اسم -
 نعم -
 لا -
 متأكدالست  -
 ؟ الطالبة\لباالطيرجى الإشارة إلى الفترة الزمنية التي درسة فيها  -
 شهران وأقل -
  أشهر 6إلى  3ما بين  -
 أشهر 6أكثر من  -
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Observation checklist on student behavior in the classroo 
For teacher 
 
Teacher name:........................... Subject ................................................... 
level:.......................................... Student name:......................................... 
This list carrying a set of indicators on student behavior in the classroom, please mark 
(√) in the box as it deems appropriate for the behavior of the student during your 
teaching at classroom: 
No Sentence  (event) Never 
 
Rarely Sometimes Always 
   1 Students speak without permission.     
   2 Students move from their places without 
permission. 
    
   3 Students do not follow the teacher's instructions.     
   4 Students wander around the classroom instead of 
doing their work.  
    
   5 Students disrupt their peers.     
   6 Students use impolite language in classroom.      
   7 Students are rude to the teacher.      
   8 Students take things that do not belong to them.      
   9 Students argue in classroom (verbal).     
  10 Students fight in classroom. (physical)      
  11 Students do not look at the teacher.     
  12 Students fidget in their seats.      
  13 Students make noises other than speaking (e.g., 
moving chair, tapping table or singing). 
    
  14 Fidgeting ex playing with pen pulling clothes.     
  15 Outside classroom stimuli ex sound or moving.      
 
 
Please circle for your appropriate answer: 
- How many classes do you teach this child per a week? 
0 class   1 to 2 classes’  3 to 4classes’ 
5 to 6 classes’  7 to 8 classes’  9 and above classes’ 
- Can you think of the child face when you read the child name? 
- Yes   - No  - Not sure  
- Please indicate the time period you have taught the child? 
- 2 months and less  - Between 3 to 6 months - More than 6 months 
Sebti, A., Almoufarrej, B., Alsabj, A., Alrumi, M., Almusehlich, N., Althaqb, F. F and Abdulwahab, S. 
(2000). Interaction in classroom types - factors. Kuwait: Press Alresalah Kuw.
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 اداة حول السلوك الطلابي في الفصل
 :المادة   :الحصة   :الفصل   :التاريخ
                               )الحدث(العبارة  الرقم
يتكلم الطلبة من دون  1
 .استئذان
                              
يقوم الطلبة من  2
اماكنهم من دون 
 .استئذان
                              
لا يتبع الطلبة  3
 .ارشادات المعلم
                              
يتجول الطلبة في  4
الفصل عوضا عن 
 .أداء مهامهم
                              
يضايق بعض الطلبة  5
زملائهم فيعقون ألآخرين 
عن أداء مهامهم لفظي او 
حركي مثل يحذف 
 . الطالب الاخر
                              
يستخدم الطلبة لغة  6
غير مهذبة في 
 .الفصل
                              
يرد الطلبة بأسلوب  7
غير مهذب علي 
 .المعلم
                              
يأخذ الطلبة اشياء لا  8
 .تخصهم
                              
يتجادل الطلبة في  9
 ).لفظيا(الفصل
                              
يتشاجر الطلبة في  01
جسديا مثل (الفصل
يستخدم اليد او القدم 
 ).او اي اداة
                              
ينظر في اتجاه  11
مختلف عن الشرح 
مثل للأعلى او (
 )الاسفل
                              
كثير الحركة في  21
 الكرسي
                              
الطلبة يقوم بإزعاج  31
مثل بالقلم او (صوتي
 ) الطاولة او الكرسي
                              
الطلبة يتململ مثل  41
يلعب بالقلم او 
 الملابس  
                              
مثل (مشتتات خارجية 51
اي صوت او حركة 
خارج الفصل تحدث 
 وتشتت انتباه الطلاب
                              
 
 .S ,bahawludbA dna F .F ,bqahtlA ,.N ,hcilhesumlA ,.M ,imurlA ,.A ,jbaslA ,.B ,jerrafuomlA ,.A ,itbeS
 .wuK halaserlA sserP :tiawuK .srotcaf - sepyt moorssalc ni noitcaretnI .)0002(
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Date:  session Time:  Classroom:   Subject: 
No Sentence  (event)                               
1 students speak without 
permission. 
                              
2 Students move from their 
places without permission. 
                              
3 Does not follow the students 
of the teacher's instructions. 
                              
4 Wandering students in 
classroom instead of the 
performance of their duties. 
                              
5 Annoys some students their 
peer and they cannot 
perform their duties ex 
verbal or with object . 
                              
6 Students use impolite 
language in classroom.  
                              
7 Answers students rude 
manner on teacher. 
                              
8 Takes students things that do 
not concern them. 
                              
9 Students argue in classroom 
(verbal). 
                              
10 quarreled students in 
classroom(physical by using 
hand, feet and anything)  
                              
11 Looking away                               
12 Squirming in seat                               
13 Students make sound 
ex(moving chair, tapping 
table or sing) 
                              
14 Fidgeting ex playing with 
pen pulling clothes. 
                              
15 Outside classroom stimuli ex 
sound or moving.  
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 noitalsnart hsilgnE htiw ,tseT noisneherpmoC gnidaeR :4 xidneppA
 
 اختبار فهم المقروء
 
 :تعليمات للفاحص
 
 
على الفاحص التأكد من أن المفحوص يفهم تمامًا المطلوب إليه عمله قبل إجراء 
الاختبار. والتأكد من أن المفحوص يفهم أن أمامه خمسين جملة تنقص كل منها كلمة واحدة فقط 
من بين الكلمات الأربعة الموجودة بين الأقواس، وأن المطلوب إليه هو اختيار الكلمة الصحيحة 
جملة ووضع دائرة حولها. يجب على المفحوص الانتهاء من الإجابة على أكثر عدد التي تكمل ال
دقائق بالضبط.  5.2دقائق، وسيوقف الفاحص الاختبار بعد  5.2ممكن من الجمل في غضون 
 ُتعطى درجة واحدة لكل كلمة صحيحة، ولا تعطى أية درجة للكلمة الخطأ.
 
ولاسيما تاريخ الميلاد وفق سجلات المدرسة  الفاحص من دقة تدوين بيانات المفحوصيتأكد 
الأصلية. يراعي تدوين اسم المفحوص رباعيًا ما أمكن ذلك. يسجل الفاحص درجات الاختبار 
) للكلمة الصحيحة. 1) للكلمة الخطأ، و(0أدناه مع تصحيح كل بند من بنود الاختبار كالتالي: (
 5.2) للتأكد من الوقت المسموح به للقراءة وهو hctaW potSيستخدم الفاحص ساعة الإيقاف (
 دقائق فقط لكل مفحوص. 
 
 
 
 
 
 
 
 
 
 اسم الطالب :......................................................................................
 ..........................المدرسة:.........................................................................
 الصف الدراسي:............................................................................................
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 الاختبار
 
 الكتاب الساعة الصورة القلم نعرف الوقت بـ.............................. 1
      
 كتاب قلم طابع بريد  صورة    نقرأ في مكتبة المدرسة ...................  2
      
 الزيت العسل الحليب الخبز تعطينا البقرة.................................  3
      
 الحليب الحبوب اللحم الموز الدجاجة تأكل................................ 4
      
 الجند  الطبيب النجار  الفلاح ...............................يزرع الأرض 5
      
 الطبيب المزارع الفارس الشرطي ..............................يعالج المرضى 6
      
 الصديق النجار الفلاح البائع ...............................يصنع الكرسي 7
      
 المعلم الجند  القلم المدفع ............................يدافع عن الوطن 8
      
 الدجاجة الفيل الديك النخلة  .................................تضع البيض 9
      
 الجند  الزارع الطبيب  المعلم  .......................يكتب ويشرح الدرس 01
      
 النحلة الحمامة الكلب الفارس ...................................يحرك ذيله 11
      
 رمضان المحرم شوال رجب م..................................شهر الصيا 21
      
 العصفور السمك الفيل الجند  ..............................يعيش في الماء 31
      
 المطر العاصفة الريح الحر .............................في الشتاءيسقط  41
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 تمطر تعصف تشرق تغرب الشمس ...........................كل صباح 51
      
 الفأر الماعز الكلب الخفاش ...........................حيوان له جناحان 61
      
 الحليب الخبز البيض العسل ............................يُصنع الجبن من  71
      
 الصباح الظهر المساء العصر نرى النجوم في ............................. 81
      
 البقرة الخروف القط الحصان نحصل على الصوف من.................. 91
      
 الخشب الخيط الورق الزجاج ................يصنع النجار الكرسي من  02
      
 الطائرة المستشفى الحديقة القفص يلعب الأطفال في ......................... 12
      
 الصيدلية بائع الفاكهة الخباز البنك نشترى الفاكهة من......................... 22
      
 الفيل النمر الفأر الأسد ...............................يخاف من القط 32
      
 الورق القماش الحديد البلاستيك ...................................من المعادن 42
      
 الغزال الأسد الفأر الفيل .................................حيوان ضخم 52
      
 الحوت الكلب الثعلب الأسد ..................................حيوان أليف 62
      
 أزرق رماد  أبيض أصفر الحليب لونه ................................. 72
      
 الحصان الماعز الكلب الغزال  .......................حيوان يركبه الإنسان 82
      
 النمل النحل الذبابة الصرصور من ....................نحصل على العسل  92
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 الشجاعة الخيانة الكذب الجبن ....................... من الخصال الحميدة 03
      
 الدراجة السيارة السفينة القطار نستعمل ...................للسفر في البحر 13
      
 العدل الكذب الكرم الشجاعة مذمومة ....................... صفة…… 23
      
 الخروف الثعلب الفأر الزرافة ..................حيوان له عنق طويل جدا   33
      
 المحيط القرية العالم القارة  المدينة أكبر من ............................ 43
      
 الروضة المتوسطة الجامعة الابتدائية المرحلة الثانوية تأتي قبل .................  53
      
 المدرسة المخبر الشارع السينما نتلقى العلم في .............................. 63
      
 الفريق الحزب الجسم الناد  اليد هي أحد أعضاء....................... 73
      
 الفأر الكلب الأسد الثعلب .............................. حيوان مخلص  83
      
 نووية روسية خليجية أمريكية الكويت وقطر والبحرين دول............. 93
      
 الفأر الصقر الصبر القط .................. طائر جارح يأكل اللحوم 04
      
 الصيف الطيف الشتاء الجليد .......... فصل ترتفع فيه حرارة الطقس 14
      
 المعلم الجند  النجار الخياط ............................. يخيط الملابس 24
      
 المعلم الفلاح الشرطي الطبيب ..................... يقبض على اللصوص 34
      
 الأسد العصفور الزرافة الفيل ................... يبني عشه فوق الشجرة 44
 YRAMIRP TIAWUK NI TNEMEVEIHCA CIMEDACA DNA RUOIVAHEB
 653   SLOOHCS
 
 
 
 
 
 
      
 تذبح   تعتقل تخاف على تقتل ................................. أولادهاالأم  54
      
 المخبز البنك المدرسة الفرن نضع أموالنا في ............................ 64
      
 خمسة ثمانية سبعة عشرة هناك ..................... أيام في الأسبوع 74
      
 المسرح المسجد البنك الطائرة في ..................نصلي صلاة الجمعة  84
      
 أذني رأسي يد  عيني أعرف الأصوات بواسطة ................ 94
      
 مر مالح حلو عذب ماء البحر طعمه ............................ 05
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Reading Comprehension Test 
Instructions for the examiner: 
 
 
The examiner should make sure that the examinee understands perfectly what is 
needed before the test starts. He also should make sure that the examinee understands 
that he/she has to fill in the space in each of the fifty sentences. The examinee must 
choose only one word from those between brackets and put a circle around the right 
answer. The examinee has to answer as many sentences as possible within two and 
half minutes. For every correct answer, the pupil will be given one mark whereas the 
wrong answer is given zero.  
 
 
The examiner should make sure that the examinee writes down his personal data 
especially his birth date according to the official school registers. The examinee 
should write down his name. The examiner should write down the students' scores 
under each item in the test as follows: 
1 For the correct answer, and 
0 For the incorrect answer. 
 
The examiner should use the stop watch in order not to surpass the time limit. 
 
 
Name .....................................................................................  
School:..................................................................................... 
Grade:....................................................................................... 
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No Question A1 A2 A3 A4 
1 We know the time by……. Pen Picture Clock Book 
2 The chicken eats …….. Banana Meat Seeds Milk 
3 The    …………..plants. Farmer Carpenter Doctor Soldier 
4 The ….… fights for our 
country. 
Gun Pen Soldier Teacher 
5 The ……… lays eggs. Palm Rooster Elephant Chicken 
6 ………..is the month of 
fasting. 
Rajab Shawaal Moharam Ramadan 
7 The ……………..lives in 
water. 
Elephant Bird Soldier Fish 
8 A …. is an animal with two 
wings . 
Bat Dog Goat Mouse 
9 Cheese is made of ……… Honey Eggs Bread Milk 
10 The carpenter makes chairs 
from ………… 
Glass Paper Thread Wood 
11 Children play in the ……... Cage Garden Hospital Plane 
12 ……..…………is a metal. Plastic Iron Clothes Paper 
13 The ……..is a big animal. Elephant Mouse Lion Deer 
14 ..…. can be ridden by man. Deer Dog Goat Horse 
15 We get honey from ……… Ants Bees Spiders Flies 
16 We use the …………to travel 
by sea. 
Train Ship Car Bicycle 
17 A …….. is an animal with long 
neck . 
Mouse Fox Sheep Giraffe 
18 We hear sounds with our ... Nose Eyes Ears hands 
19 We can learn in the ……… Cinema Street School Bakery 
20 A hand is a part of the …... Body Club Team Party 
21 A ………… is a bird which 
eats meat. 
Cat Chicken Falcon Mouse 
22 The weather is very hot in........ Winter Spring Summer Fall 
23 ……….. builds a nest on the 
tree. 
Elephant Giraffe Bird Lion 
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24 A mother ...... her children. Kills Hits Loves Hates 
25 We pray in the…………… Bank Theatre Plane mosque 
26 We read ....... in the library. Photo Stamp Pencil Book 
27 ............. treats sick people. Policeman Doctor Farmer Knight 
28 .......... explains the lessons. Teacher Doctor Farmer Soldier 
29 .........falls in winter. Hot Rain Storm Wind 
30 We see stars in the .......... Afternoon Morning Evening Noon 
31 We buy fruit from ............ Bank Baker Greengrocer Pharmacy 
32 .............is a tame animal. Lion Fox Dog Whale 
33 ............is a good manner. Forwardness Lying Betrayal Courage 
34 City is bigger than......... Continent World Village Ocean 
35 ..........is a faithful animal. Fox Lion Dog Mouse 
36 ..............sews clothes. Tailor Carpenter Soldier Teacher 
37 We put money in........ Oven School Bank Bakery 
38 Sea water is...... Fresh Salty Sweet bitter 
39 The cow gives us............... Bread Milk Honey Oil 
40 ........makes chairs. Carpenter Seller Farmer Friend 
41 ............. moves its tail. Knight Dog Pigeon Bee 
42 The sun.....in the morning. Sets Rises Blows Rains 
43 We get wool from............ Sheep Horse Cat Cow 
44 ........... is afraid of the cat. Lion Mouse Tiger Elephant 
45 Milk is............. Yellow White Grey Blue 
46 .........is a bad trait. Courage Generosity Lying Justice 
47 Secondary school comes 
before.......... 
Primary University Intermediate Kindergarten 
48 Kuwait , Qatar and Bahrain 
are ......... states 
US GCC Russian Nuclear 
49 ..........catches thieves. Doctor Policeman    Farmer Teacher 
50 There are .........days in a week. Ten Seven Eight five 
 
 YRAMIRP TIAWUK NI TNEMEVEIHCA CIMEDACA DNA RUOIVAHEB
 063   SLOOHCS
 
 
 
 noitalsnart hsilgnE htiw ,tseT gnillepS  :5 xidneppA
 
 اختبارا إملاء
 
 تعليمات للفاحص:
 المرحلة المتوسطة. القطعة الثّانية لطّلابالمرحلة الابتدائية و  الرجاء اختبار القطعة المناسبة: القطعة الأولى لطّلاب
على الفاحص التأّكد من أن المفحوص يفهم تمامًا المطلوب إليه عمله قبل إجراء الاختبار. والتأّكد من  
 أن المفحوص يفهم أن عليه كتابة القطعة التي تملى عليه إملاء صحيحًا بما في ذلك ضبط أواخر الكلمات. 
) كلمة (باعتبار العنوان) و مجموع كلمات القطعة الثّانية هي 65مجموع كلمات القطعة الأولى هي (
). يحتفظ المصّحح بورقة إجابة الطالب، ويشير إلى الأخطاء في الكلمات. يحسب المصحح أخطاء التلميذ، 58(
 ويطرحها من مجموع كلمات القطعة ليحصل على درجة التلميذ.  
 
 
 بتدائيةالمرحلة الا
 اَلأْخشاب ُ
َتعالى، َفهي تَُقدُِّم َلُه َأْيضًا اْلَخَشَب ِلِبناِء اْلُبيوِت،  الل ِالشََّجَرُة اّلتي تَُقدُِّم ِلِلإْنساِن ِثماَرها ِنْعَمٌة ِمْن ِنَعِم 
 واْلَمقاِعِد واْلَكراسي اْلَمْدَرِسيَِّة . الشِّراعيَّة ِوالسُُّفِن 
اْعَتَمدوا َعلى اْلَخَشِب في َكثيٍر ِمْن َأْعماِلِهْم َوَأَدواِتِهْم،  َحْيث ُِلذِلَك َعَرَف الّناُس َفْضَل الشََّجَرِة َقديمًا،  
 الآلاِت الزِّ راِعيََّة َكاْلَفْأِس َوَغْيِرها، وَأَدواِتِهْم اْلَمْنِزليَّ ِِ ِة َكاْلِمْلَعَقِة َواْلِمْغَرَفِة. ِمْنه َُفَصَنعوا 
 َنرى اْلَخَشَب في َكثيٍر ِمْن ِصناعاِتنا. اْلَيْوم ََوَنْحُن  
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لاطلا مساب ........................................................................................ 
............................................................................................:ةسردملا 
...................................................................................:يساردلا فصلا 
 
....................................................................................................... 
....................................................................................................... 
....................................................................................................... 
....................................................................................................... 
....................................................................................................... 
................................................ .......................................................
....................................................................................................... 
....................................................................................................... 
....................................................................................................... 
....................................................................................................... 
....................................................................................................... 
....................................................................................................... 
....................................................................................................... 
....................................................................................................... 
....................................................................................................... 
....................................................................................................... 
....................................................................................................... 
....................................................................................................... 
....................................................................................................... 
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Spelling Test 
Instructions for the examiner: 
 
The examiner should choose the suitable passage for the pupils’ level. 
The first passage is assigned for the primary stage pupils whereas the second one is 
designed to be used for the intermediate students. The examiner should be sure that 
the pupils understand exactly what they have to do before that test starts. He should 
also make sure that they understand that they have to write the passage that the 
examiner dictates without spelling mistakes and accentuate words.  
 
The total word number in the first passage is 56 words including its title. The other 
passage consists of 85 words including its title. The examiner keeps the students’ test 
papers. The rater counts the spelling mistakes and subtracts them from the total mark 
to get the score. 
 
 
 
Primary stage 
 
Wood  
 
Trees that provide man its fruits are one of the gifts from Allah. It gives him wood to 
build houses, ships, seats, and school chairs. Therefore, people in the past had known 
the favours of trees. They relied a lot on wood for their work and tools; they made 
farming tools like axe and others; and tools used in their houses like spoons. 
Nowadays, we can see that wood is used in many industries. 
 
 
 
 
.
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Name..................................................................................... 
School..................................................................................... 
Grade...................................................................................... 
 
....................................................................................................... 
....................................................................................................... 
....................................................................................................... 
....................................................................................................... 
....................................................................................................... 
 ...............................................................................................
....................................................................................................... 
....................................................................................................... 
....................................................................................................... 
....................................................................................................... 
....................................................................................................... 
....................................................................................................... ....... 
................................................................................................ 
....................................................................................................... 
....................................................................................................... 
............................................................................ 
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Appendix 6: Mathematics Test, with English translation 
: مسلاا……………………………   : فصلا…………………. 
:ةسردملا……………………………. 
2   +1=    2  +8  =     9  +5 =  
2   +2=    9  +1  =     7  +6 =  
1  +3  =    4  +6  =     8  +6 =  
5  +2  =    3  +7  =     8  +9 =  
3  +3  =    6  +3  =     9  +6 =  
2  +4  =    6  +6 =     8  +8 =  
3  +5  =    6  +7 =     5  +8 =  
5  +5  =    2  +7  =     8  +7 =  
6  +5  =    3  +6  =     9  +9 =  
6  +4  =    5  +7  =     7  +8 =  
4  +4  =    8  +4  =     9  +8 =  
5  +4  =    4  +9  =     7  +7 =  
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2 – 1  =    8 – 5 =      8 – 5 =  
4 – 1  =     8 – 4  =    12 – 6 =  
4 – 2  =     7 – 4  =    11 – 5 =  
5 – 2  =     9 – 3  =    14 – 4 =  
6 – 3  =     8 – 5  =    12 – 9 =  
2 – 2  =     9 – 6  =    14 – 5 =  
5 – 4  =    10– 5   =    15 – 8 =  
7 – 2  =    10– 3  =    16 – 9 =  
6 – 5  =    10– 7   =    18 – 9 =  
7 – 3  =    11- 1   =    17 – 6 =  
7 – 7  =    11– 3   =    17 – 9 =  
8 – 7  =    13- 3 =    18 – 9 =  
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2   ÷1  =    20  ÷4  =    42  ÷6 =  
4   ÷2  =    21  ÷3  =    45  ÷5 =  
3  ÷1   =    24  ÷4  =    48  ÷8 =  
6   ÷3  =    30  ÷3  =    54  ÷6 =  
8   ÷2  =    30  ÷5 =    36  ÷9 =  
9   ÷3  =    24  ÷8  =    56  ÷7 =  
10 ÷2  =    27  ÷3  =    64  ÷8 =  
12 ÷3  =    50  ÷5  =    63  ÷9 =  
15 ÷5  =    28  ÷4  =    72  ÷8 =  
16 ÷4  =    32  ÷8  =    81  ÷9 =  
18 ÷3  =    35  ÷5  =    88  ÷8 =  
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1   ×2  =     2  ×8  =     4  ×7 =  
2  ×2 =     8  ×3 =     7  ×5 =  
2  ×5  =     4  ×5 =     6  ×6 =  
0  ×3 =     6  ×4   =     3  ×9 =  
3   ×2  =     3   ×7  =     5  ×9 =  
3   ×3  =     4  ×10 =     7  ×7 =  
1   ×8  =     3 ×9   =   7 × 9 = 
6  × 2  =     9 × 3  =    6 × 8 = 
3  × 4  =     7 × 0  =    8 × 8 = 
5  × 3  =     8 × 4  =    9 × 9 = 
7  × 2  =     5 × 6  =    8 × 7 = 
10 × 2 =     4 × 8  =    7 × 6 = 
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Mathematics Test 
Name: ... ... ... ... ... ... ... ... ... ... ... Grade: ... ... ... ... ... ... 
 
School: ... ... ... ... ... ... ... ... ... ... .... 
 
2   +1=    2  +8  =     9  +5 =  
2   +2=    9  +1  =     7  +6 =  
1  +3  =    4  +6  =     8  +6 =  
5  +2  =    3  +7  =     8  +9 =  
3  +3  =    6  +3  =     9  +6 =  
2  +4  =    6  +6 =     8  +8 =  
3  +5  =    6  +7 =     5  +8 =  
5  +5  =    2  +7  =     8  +7 =  
6  +5  =    3  +6  =     9  +9 =  
6  +4  =    5  +7  =     7  +8 =  
4  +4  =    8  +4  =     9  +8 =  
5  +4  =    4  +9  =     7  +7 =  
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2 – 1  =    8 – 5 =      8 – 5 =  
4 – 1  =     8 – 4  =    12 – 6 =  
4 – 2  =     7 – 4  =    11 – 5 =  
5 – 2  =     9 – 3  =    14 – 4 =  
6 – 3  =     8 – 5  =    12 – 9 =  
2 – 2  =     9 – 6  =    14 – 5 =  
5 – 4  =    10– 5   =    15 – 8 =  
7 – 2  =    10– 3  =    16 – 9 =  
6 – 5  =    10– 7   =    18 – 9 =  
7 – 3  =    11- 1   =    17 – 6 =  
7 – 7  =    11– 3   =    17 – 9 =  
8 – 7  =    13- 3 =    18 – 9 =  
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2   ÷1  =    20  ÷4  =    42  ÷6 =  
4   ÷2  =    21  ÷3  =    45  ÷5 =  
3  ÷1   =    24  ÷4  =    48  ÷8 =  
6   ÷3  =    30  ÷3  =    54  ÷6 =  
8   ÷2  =    30  ÷5 =    36  ÷9 =  
9   ÷3  =    24  ÷8  =    56  ÷7 =  
10 ÷2  =    27  ÷3  =    64  ÷8 =  
12 ÷3  =    50  ÷5  =    63  ÷9 =  
15 ÷5  =    28  ÷4  =    72  ÷8 =  
16 ÷4  =    32  ÷8  =    81  ÷9 =  
18 ÷3  =    35  ÷5  =    88  ÷8 =  
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1   ×2  =     2  ×8  =     4  ×7 =  
2  ×2 =     8  ×3 =     7  ×5 =  
2  ×5  =     4  ×5 =     6  ×6 =  
0  ×3 =     6  ×4   =     3  ×9 =  
3   ×2  =     3   ×7  =     5  ×9 =  
3   ×3  =     4  ×10 =     7  ×7 =  
1   ×8  =     3 ×9   =   7 × 9 = 
6  × 2  =     9 × 3  =    6 × 8 = 
3  × 4  =     7 × 0  =    8 × 8 = 
5  × 3  =     8 × 4  =    9 × 9 = 
7  × 2  =     5 × 6  =    8 × 7 = 
10 × 2 =     4 × 8  =    7 × 6 = 
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 hsilgnE htiw ,srehcaet fo sweiv eht no sevitcepsrep - eriannoitseuQ :7 xidneppA
 noitalsnart
 حول التدريس في المدرسة وجهات نظر المعلمين
 فى المربع أمام الاجابة المناسبة:(√) علامة يرجى وضع 
 :البيانات الشخصية
  كود:............................. المرحلة الدراسية كود:..................................  اسم المدرسة -1 س
 ……………………اسم المعلمة: (كود الماده) -2س 
 
 .هاالمناسبةجميع الإجاباتتدرسها هذا العام؟ يرجى وضع علامة أمام  يما الصفوف الدراسية الت -3 س
 1 الصف الأول 
 2 الصف الثانى 
الصف  
 الثالث
 3
الصف  
 الرابع
 4
الصف  
 الخامس
 5
 
 ها.المناسبةجميع الإجاباتما المواد التي تدرسها؟ يرجى وضع علامة أمام  -4س
 1 اللغة العربية 
 2 نجليزيةاللغة الإ 
 3 الرياضيات 
 4 العلوم 
 5 سلاميةالتربية الإ 
 6 الاجتماعيات 
 7 مواد أخرى.......... 
 
 
 يرجى ذكر عدد سنوات الخبرة فى التدريس:  -5س 
 
  
 1 سنوات 5قل من أ 
 2 سنوات 01 – 5من  
 3 سنة 51 – 11من  
 4 سنة 02 – 61من  
 5 سنة 52 – 12من  
 6 سنة 52أكثر من  
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 تعملين في هذه المدرسة؟ منذ متى وأنت  - 6س 
 …………………………………………………………………………………………
…………………………………………………………………………………………
 السابقة التي عملِت بها؟ إذا ما ُوِجدت؟ المدرسة اذكري اسم  - 7س 
 …………………………………………………………………………………………
…………………………………………………………………………………………
 علي أي تدريب في مركز تقويم وتعليم الطفل(جمعية نفع عام) خلال سنوات عملك؟هل حصلِت  - 8س 
     لا -    نعم -
 أثناء التدريس؟في من هذه المشكلات  أي مدى تواجه كلا إلى-9س
 دائما
هنتواج
 ي
 اأحيان
هنتواج
 ي
أبدا لا 
هنتواج
 ي
 م 
 1 اللازمة للتدريس.هناك نقص فى الإمكانات والتسهيلات والوسائل العمليه    
 2 وكثافة عالية. اكثرة عدد التلاميذ فى الصف الدراسى بما يمثل ازدحام   
   
للانتهاء من تدريس المنهج  الوقت المتاح لتدريس المنهج الدراسي غير كاف  
 .هكلي الدراس
 3
 4 .في المادة التي أدرسهايوجد نقص فى الأنشطة العملية    
 5 للتعلم. تهمدافعيوقلة اهتمام التلاميذ    
 6 يرى بعض التلاميذ أن عملية التعلم عملية صعبة.   
   
أثناء التدريس داخل  ت فيويثير المشكلا ،ويشاغب ،التصرف يءبعض التلاميذ يس
 الصف.
 7
   
مشكلات أخرى 
................................................................................ها)...........يذكرا(
 .........
 
 8
 
 التلاميذ نحو عملية التعلم؟ اتجاهاتتصف  التي الآتيةمدى توافق على العبارات  أي إلى-01 س
 أوافق
لا 
 أدرى
لا 
 أوافق
 م 
 1 .عملية التعلم عملية صعبة   
   
طرأت على البنية  التيالتعلم أصبح ليس له أهمية نظرا للتغيرات 
 2 ي.جتماعية للمجتمع الكويتقتصادية والاالا
   
واتجه تركيزهم على الألعاب الرياضية  ،هتمامات التلاميذاتغيرت 
 3 .وألعاب الحاسوب
 4 يعانى التلاميذ ضعف الدافعية للتعلم.   
     
 تدرسها؟ ي تدعم وتزيد من فاعلية عملية التعلم للمادة الت يالتدريسية الت والطرائق ما الاستراتيجيات  -11 س
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 م الاستراتيجية نعم لا
 1 .التدريس المباشر (الإلقاء والمحاضرة)  
 2 .إعطاء ملحوظات فقط  
 3 الشرح/ الوصف مع الاستعانة بالأمثلة والتجارب.  
 4 .ملياع تقصياجعل التلميذ يتقصى المعلومات   
 5 العمل الجماعى التعاونى.  
 6 استراتيجية الحواس المتعددة للتعلم (سمع وبصر ... إلخ)  
  
 :استراتيجيات أخرى (اذكرها)
 ..............................................................................................................
 ..............................................................................................................
 
 7
 
 تستخدم هذه الاستراتيجيات التدريسية؟ أي مدى  إلى-21س 
 م الاستراتيجية بداألا أستخدمها  ا استخدمهاأحيان استخدمها دائما
 1 والمحاضرة)التدريس المباشر (أسلوب الألقاء    
 2 إعطاء ملحوظات فقط.   
 3 الشرح/ الوصف مع الاستعانة بالأمثلة والتجارب   
 4 .ياعلمتقصيا جعل التلميذ يتقصى المعلومات    
 5 العمل الجماعى التعاونى.   
 6 استراتيجية الحواس المتعددة للتعلم (سمع وبصر ....إلخ)   
 استراتيجيات أخرى (أذكرها)   
 .....................................................................
 .....................................................................
 
 7
 
 من وجهة نظرك؟ هاوتدعيم تعمل على تنمية عملية التعلمالتي أفضل استراتيجيات  أعد ترتيب -31س 
 ها فاعليةأقل) 1رقم (واستراتيجيات التدريس فاعلية،  كثر) يمثل أ6رقم (
 م الاستراتيجية الترتيب
 1 التدريس المباشر (أسلوب الإلقاء والمحاضرة) 
 2 إعطاء ملحوظات فقط. 
 3 .الشرح/ الوصف مع الاستعانة بالأمثلة والتجارب 
 4 .ياعلمتقصيا جعل التلميذ يتقصى المعلومات  
 5 .الجماعيالتعاونيالعمل  
 6 استراتيجية الحواس المتعددة للتعلم (سمع وبصر ....إلخ) 
 
 
 
 التلاميذ؟ حديد مدى تعلمتستخدم الاستراتيجيات التالية لت أي مدى إلي-41س 
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 دائما
 استخدمها
ا أحيان
 استخدمها
لا أستخدمها 
 م الاستراتيجية بداأ
 1 الملاحظة والتفاعل.   
 2 متحانات.ختبارات/ الاعلى الاأداء التلميذ    
التغيير؛ خطة الدرس وملاحظة استجابات التلاميذ على هذا لتغيير المعلم    
 التلاميذ. مدى تعلم ةلمعرف
 3
التحدث مع التلاميذ لتحديد أكثر المداخل التدريسية مناسبة لتلبية أساليب    
 يفضلها التلاميذ. يالتعلم الت
 4
 يلتلاميذ فيما يتعلق بالتدريس الذليقدمها  يالتغذية الراجعة التيستخدم المعلم    
 .هدرسي
 5
 (اذكرها)......... أخرىاستراتيجيات    
 
 6
 
 ؟الآخرينسلوكيات التلاميذ  عرف سوءتستخدمها لت الآتيةق ائأي الطر-51س
 م الطرائق نعم لا
 1 .الاختبارات التحصيلية فيالدرجات التى يحصل عليها التلميذ تدني   
 2 الملاحظة من خلال سلوكيات التلاميذ داخل الصف.  
 3 طريقة تعامل التلاميذ غير المؤدبة مع المعلمة.  
 4 تعامل التلميذ مع التلاميذ وتاثيرة علي التركيز التلاميذ  بالحصة.  
 5 .سلوكيات التلاميذاستخدم طرائق  لتعرف سوء    
 (أذكرها).........أخرى   
 
 6
 
وف عدد الأنشطة الدراسية داخل الصف أداءأثناء في المترتبة على سوء سلوكيات التلاميذ  الآتية النتائج أعد ترتيب -61س
 تكرارا. قل) الأ1، ويمثل الرقم ( كثر تكرارا) الأ6يمثل الرقم (؟تكرارها
 م النتائج الترتيب
 1 فقدان التركيز فى الدرس. 
 2 التفاعل مع الدرس. فقدان 
 3 .همزعجيوءه التلميذ زملا ضايقي 
 4 .في الصفالثرثرة ويكثر من التلميذ  جادلي 
 5 فقدان الدافعية للتعلم. 
 6 سلوكيات أخرى (أذكرها).......... 
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  ويشاغبون داخل الصف الدراسى بسبب...... ،ويثيرون المشكلات ،التلاميذ سلوكيات سيئة رتكبي -71س
لا  لا أدري أوافق
 أوافق
 م 
 1 .يعلم أولياء الامور أولادهم وبناتهم التصرف بهذه الطريقة السيئة   
 2 غير جيد.إعدادا الدروس ِعدالمعلم يُ    
 3 .وإدارتهالمعلم غير قادر على التحكم في الصف الدراسي    
 4 خرين.ظهار سلوكياتهم السيئة للآإيميل هؤلاء التلاميذ للاستعراض و   
 5 ظهار القوة.إيريد التلاميذ    
 6 .خرينيريد التلاميذ جذب انتباه الآ   
ون هذا ؤدهم الذين يئالتلاميذ هذه السلوكيات السيئة تقليدا لزملا ؤديي   
 السلوك بل و يشجعونه.
 7
هذه أداء لى إفيه  مما يدفعه  نوبرغلايزملاؤه و هحبلا ييكون التلميذ    
 .السيئة السلوكيات
 8
 9 لعدم حبهم للمادة العلمية.   
 هناك مشكلات أخرى (اذكرها)......   
 
 01
 
 الأهمية:ن الاستراتيجيات التالية تكون في غاية إعندما أدرس التلاميذ الذين يعانون مشكلات سلوكية ف -81س 
لا  لا أدري أوافق
 أوافق
 م 
 1 .اجيدتصرفا تصرف يعليه عندما يثنأأمدح التلميذ و   
 2 صدر عنه سلوكيات سيئة. تأركز النشاط المدرسي على التلميذ الذي    
 3 صدر عنهم سلوكيات سيئة.تأعاقب التلاميذ الذين    
وأستبعدهم من  ،صدر عنهم سلوكيات سيئةتعزل) التلاميذ الذين أ(قصي أ   
 .النشاطات المدرسية داخل الحصةأداء 
 4
 5 صدر عنهم سلوكيات سيئة.تأتجاهل التلاميذ الذين    
 6 أقوم بتوعية التلاميذ بمشكلاتهم وأجعلهم على دراية بها وبكيفية حلها.   
أطلب المساعدة من المدرسة فى التعامل مع هؤلاء التلاميذ من مثيري    
 الشغب.
 7
 استراتيجيات أخرى (أذكرها)...   
 
 
 8
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 التلاميذ في حل المشكلات السلوكية؟ ركيف تشرك أولياء أمو -91س
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
  دائما أحيانا لا اتفق  م
    يزود المعلم أولياء الأمور باستراتيجيات السلوك الجيد لاستخدامها مع أبنائهم في المنزل. 1
    ها التلميذ.ؤديأولياء الأمور عن السلوكيات السيئة التي ييخبر المعلم  2
ق التي ائوالطرفي المنزل سلوكية اللتلميذ ايسأل المعلم أولياء الأمور عن مشكلات  3
 يتبعونها في التعامل مع هذه المشكلات.
   
    لحضور بعض حصص أولادهم.أولياء الأمور  أدعو 4
    دورات في تعديل السلوك.لحضور أولياء الأمور  أدعو 5
    لحضور الأيام المفتوحة واللقاءات بالمدرسة.أولياء الأمور  أدعو 6
    ق أخري (أرجو ذكرها).....ائطر 4
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Questionnaire 
Q3. Participants' distribution across schools 
School Number of teachers Percent 
Male High level 8 19.0 
Male Low level 7 16.7 
Female High level 7 16.7 
Female Low level 7 16.7 
Female Control 7 16.7 
Male Control 6 14.3 
Total 42 100 
 
Q4. Subjects taught for the high, low and control school teachers. 
Subject High Low Control Total 
Arabic 5 4 5 14 
English 5 4 3 12 
Math 5 6 3 14 
Sciences 0 0 1 1 
Social Studies 0 0 1 1 
Total 15 14 13 42 
 
Q5. Experience in teaching for the high, low and control school teachers. 
Experience in teaching High Low Control Total 
less than 5 years 7 3 1 11 
5-10 2 5 4 11 
11-15 3 3 4 10 
16-20 2 2 1 5 
21-25 1 1 2 4 
over 25 years 0 0 1 1 
Total 15 14 13 42 
 
Q6. Specify teachers experience at the school they are working right now. 
Experience at the school High Low Control Total 
less than a year 0 1 0 1 
one year 2 2 1 5 
More than a year 13 11 12 36 
Total 15 14 13 42 
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Q7. Teachers were working previously in inclusion or non-inclusion (control) schools 
Schools High Low Control Total 
Inclusion schools 15 14 0 29 
Non-inclusion 
schools 
0 0 13 13 
Total 15 14 13 42 
 
Q8. Teachers to specify whether they have been involved in any training (courses, 
workshops, lectures or seminars) by the Inclusion project 
 
Training High Low Control Total 
Yes 12 10 2 24 
No 3 4 11 18 
Total 15 14 13 42 
 
Q9. To what extent do you encounter each of these problems within your teaching? 
NO Statement Never Sometimes Always 
1.   There is a lack of practical facilities available. 8 32 2 
19% 76.20% 4.80% 
2.   There are too many students in one classroom. 4 21 17 
9.50% 50% 40.50% 
3.   Time allocated to teach in Kuwaiti schools is insufficient 
to complete the national curriculum. 
16 21 5 
38.10% 50% 11.9 
4.   There is a lack of practical activities in the approach to 
teaching. 
17 20 5 
40.50% 47.60% 11.90% 
5.   Student interest and motivation is lacking. 1 33 8 
2.40% 78.60% 19% 
6.   Some students find learning to be difficult. 1 35 6 
2.40% 83.30% 14.30% 
7.   Students misbehave during classroom activities. 3 29 10 
7.10% 69% 23.80% 
8.   Others: Lack of interest by parents 0 8 2 
0% 19% 4.80% 
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Q10. To what extent do you agree with these statements about your students’ attitudes to their 
learning? 
Statement Disagree Neutral  Agree 
1- Learning is seen as difficult. 11 1 30 
26.2% 2.4% 71.4% 
2- Learning has become unimportant due to changes that have 
taken place in Kuwaiti social and economic structures. 
23 2 17 
54.8% 4.8% 40.5% 
3- Students have shifted their interest to sports and computer 
games. 
4 0 38 
9.5% 0% 90.5% 
4- There is no learning motivation. 5 2 35 
11.9% 4.8% 83.3% 
 
Q11. What teaching strategies / approaches enhance learning in your subject? 
Strategies Yes No 
Direct instruction 19 23 
45.2% 54.8% 
Note giving 7 35 
16.7% 83.3% 
Demonstration 42 0 
100% 0% 
Pupil practical investigation 38 4 
90.5% 9.5% 
Collaborative group work 40 2 
92.2% 4.8% 
Multisensory learning, using hearing and 
eyesight 
42 0 
100% 0% 
Others: using technology in education 13 0 
31% 0% 
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Q12. How often do you use these teaching strategies? 
Strategies Never Sometimes Always 
Direct instruction 5 29 8 
11.9% 69% 19% 
Note giving 23 17 2 
54.8% 40.5% 4.8% 
Demonstration 1 7 34 
2.4% 16.7% 81% 
Pupil practical investigation 4 28 10 
9.5% 66.7% 23.8% 
Collaborative group work 1 14 27 
2.4% 33.3% 64.3% 
Multisensory learning, using hearing and 
eyesight. 
1 9 32 
2.4% 21.4% 76.2% 
Others: using technology in education 0 0 5 
0% 0% 11.9% 
 
 
Q13.  What is your opinion about which of these are most effective in enhancing learning? 
6 = most effective and 1= least effective (mean scores and standard deviations for the 
question) 
  
School  Direct 
instruction 
Note 
giving 
Demonstration Pupil 
practical 
investigation 
Collaborative 
group work 
Multisensory 
learning 
High 
Level 
Mean 3.13 1.60 4.73 3.40 4.13 4.00 
N 15 15 15 15 15 15 
Std. Deviation 1.72 0.91 1.43 1.63 1.30 1.46 
Low 
Level 
Mean 2.71 1.57 4.71 3.78 4.07 4.14 
N 14 14 14 14 14 14 
 Std. Deviation 1.32 0.51 1.59 1.67 1.14 1.74 
Control Mean 2.85 1.69 5.15 3.54 3.92 3.84 
N 13 13 13 13 13 13 
Std. Deviation 2.07 1.11 1.07 1.39 1.18 1.28 
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Q14.  How often do you use the following approaches to determine how students learn? 
 Never Sometimes Always 
Observation and interaction. 0 
0% 
10 
23.8% 
32 
76.2% 
Student performance on tests/exams. 1 
2.4% 
13 
31% 
28 
66.7% 
Changing my lesson plan and observing students’ 
responses to this. 
4 
9.5% 
27 
64.3% 
11 
26.2% 
Talking with the students to identify the most 
appropriate approach for meeting their preferred 
learning methods.  
6 
14.3% 
20 
47.6% 
16 
38.1% 
Use of students’ feedback regarding your teaching  2 
4.8% 
12 
28.6% 
28 
66.7% 
 
 
Q15.   How do you recognize that a student is behaving badly? 
 Yes No 
Poor academic grades achieved.  21 21 
50% 50% 
Observation, student's behavior inside classroom.  41 1 
97.6% 2.4% 
Student is not polite with teacher.  40 2 
95.2% 4.8% 
Other students around the child cannot concentrate   40 2 
95.2% 4.8% 
I assess students behavior 42 0 
100% 0% 
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Q16.  What are the most frequent consequences of students’ mis-behaviour during classroom 
activities? (Mean scores and standard deviations for the question) 
5= most frequent   1= least frequent  
  
School Loss of 
concentration 
Loss of 
learning 
interaction 
Students 
disrupt 
their peers 
argue in 
the 
classroom 
Loss of 
motivation 
High 
Level 
Mean 3.40 3.13 3.27 3.13 2.07 
N 15 15 15 15 15 
Std. 
Deviation 
1.12 1.06 1.38 1.55 1.66 
Low 
Level 
Mean 3.64 3.00 3.00 2.35 3.00 
N 14 14 14 14 14 
Std. 
Deviation 
1.44 0.96 1.51 1.39 1.61 
Control Mean 2.84 2.84 3.53 3.15 2.61 
N 13 13 13 13 13 
Std. 
Deviation 
1.34 1.28 1.50 1.21 1.75 
 
 
Q17.  Children misbehave during classroom activities because… 
 Disagree Neutral Agree 
Parents teach their children to behave the way they 
do.   
24 10 8 
57.1% 23.8% 19% 
Lessons are poorly prepared. 30 3 9 
71.4% 7.1% 21.4% 
Teachers are not able to control the class. 18 1 23 
42.9% 2.4% 54.85 
Children want to show off. 7 0 35 
16.7% 0% 83.3% 
 Children desire power. 6 1 35 
14.3% 2.4% 83.3% 
 Children seek attention. 3 2 37 
7.1% 4.8% 88.1% 
Misbehaviour is encouraged/ 
modelled by other children.  
10 2 30 
23.8% 4.8% 71.4% 
The child is not accepted by other children. 12 8 22 
28.6% 19% 52.4% 
Students dislike the subject. 18 5 19 
42.9% 11.9% 45.2% 
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Q18.  When I teach children with behavioural problems the following strategies are 
important:   
 Disagree Neutral Agree 
Praise and encouragement when good behavior is 
shown. 
3 0 39 
7.1% 0% 92.9% 
Focus an activity on the child who is misbehaving. 4 0 38 
9.5% 0% 90.5% 
Punish bad behavior. 11 0 31 
26.2% 0% 73.8% 
Exclude badly behaved children from classroom 
activities. 
29 1 12 
69% 2.4% 28.6% 
Ignore badly behaved children. 27 2 13 
64.3% 4.8% 31% 
Make children aware of their problems and how to 
solve them. 
1 1 40 
2.4% 2.4% 95.2% 
Ask for help from the school. 4 3 35 
9.5% 7.1% 83.3% 
 
Q19.  How do you involve children’s parents in solving their children's behavioral problems? 
 Never Sometimes Always 
Provide parents with behavior strategies for use in 
home. 
1 25 16 
2.4% 59.5% 38.1% 
Tell parents about the child's misbehavior. 0 9 33 
0% 21.4% 78.6% 
Ask parents about the child’s problems and ways of 
dealing with the problems. 
0 19 23 
0% 45.2% 54.8% 
Invite parents to attend some classes with their 
children.  
4 30 8 
9.5% 71.4% 19% 
Invite parents to attend training on how to treat 
misbehaviour. 
22 17 3 
52.4% 40.5% 7.1% 
Invite parents to attend open day in school 5 17 20 
11.9% 40.5% 47.6% 
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Appendix 8: Consent from Ethics Committee, University of Surrey 
 
 
 
        Ethics 
Committee  
Mr Yousuf Alazmi  
School of Psychology 
 
26 March 2013 
Dear Mr Alazmi 
 
Relationship between behavioural problems and academic achievement in Kuwait 
primary schools EC/2013/24/FAHS 
 
On behalf of the Ethics Committee, I am pleased to confirm a favourable ethical 
opinion for the above research on the basis described in the submitted protocol and 
supporting documentation. 
 
Date of confirmation of ethical opinion:   26 March 2013.  
 
The final list of documents reviewed by the Committee is as follows: 
 
Document  
Summary of the project 
Detailed protocol for the project 
Consent Form for Children and Participant Information sheet in English and Arabic 
versions 
Parental/Guardian Consent Form and Information Sheet in English and Arabic 
versions 
Teacher Consent Form and Information Sheet in English and Arabic versions 
Questionnaires in English and Arabic versions 
Consent from Kuwait Education Authority with English translation 
Risk assessment 
CRB verification 
 
This opinion is given on the understanding that you will comply with the University's 
Ethical Guidelines for Teaching and Research. If the project includes distribution of a 
survey or questionnaire to members of the University community, researchers are 
asked to include a statement advising that the project has been reviewed by the 
University’s Ethics Committee. 
 
If you wish to make any amendments to your protocol please address your request 
to the Secretary of the Ethics Committee and attach any revised documentation. 
 
The Committee will need to be notified of adverse reactions suffered by research 
participants, and if the study is terminated earlier than expected with reasons.  
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Please be advised that the Ethics Committee is able to audit research to ensure that 
researchers are abiding by the University requirements and guidelines. 
 
You are asked to note that a further submission to the Ethics Committee will be 
required in the event that the study is not completed within five years of the above 
date. 
 
Please inform me when the research has been completed. 
 
Yours sincerely 
 
Alison Cummings 
Secretary, University Ethics Committee  
Quality Enhancement  
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Appendix 9: Letter from Supervisor 
 
Faculty of Arts and Human  
Sciences  
  
School of Psychology  
University of Surrey  
Guildford  
Surrey GU2 7XH UK  
  
Dr. Alexandra Clifford  
Lecturer and Senior Professional  
Training Tutor  
  
T: +44 (0)1483 6869  
  
a.clifford@surrey.ac.uk 
nd 
Thursday 22 August 2013  www.surrey.ac.uk  
  
 To Whom It May Concern,  
  
Mr Yousuf Al Azmi  
PhD in Psychology (full-time)  
University of Surrey  
Student number: 6035541  
Kuwaiti Cultural Office file no: GPA444   
  
 As supervisor of Mr Al Azmi’s PhD in Psychology I can confirm that he is now in the data collection 
phase of his doctoral research investigating the relationship between behavioural problems and 
academic achievement in Kuwait primary schools. This research involves the exploration of 
behaviour and academic performance in an educational context using a range of observation and 
experimental methods. In order to investigate this Mr Al Azmi needs to conduct fieldwork with 
students, teachers and parents in Kuwait. His PhD proposal has been approved and he has also 
received ethical approval from the University of Surrey ethics committee.  
  
I hope that he will be granted permission to conduct this research. Please do not hesitate to 
contact me if you require any further information.  
  
  
Yours sincerely,  
  
 
  
Dr. Alexandra Clifford  
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Appendix 10: Consent Letter, Kuwait Ministry of Education 
 
 
State of Kuwait 
Ref: 000019 
Date: 6 January 2013 
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Ministry of education 
Mubarak Al-Kabeer Educational Area 
 
Memo to Primary schools (boys – girls) 
Dear School principles 
Subject: facilitating data collection to the researcher/ Yousuf Alazmi 
The researcher/student Yousuf Alazmi , who is a currently a PhD student in the university of surrey 
UK, is conducting a study at the Primary schools (boys – girls) title: “the Relationship between 
behavioural problems and academic achievements in Kuwait primary school”.  
Mr Yousuf Alazmi will be given the access to materials and related resources he need for his study.  
He is authorised to conduct his research in your school. 
Regards 
Talq Saqer Al-Heem 
Generel Director of Mubarak Al-Kabeer Educational Area 
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Appendix 11: Information Sheet and Consent Form for Teachers 
 
 
 
 
 
 
Department of Psychology 
Faculty of Arts & Human Sciences 
University of Surrey 
Guildford, Surrey  
GU2 7XH UK 
Dr Alexandra Clifford 
T:+44(0) 1483 686907 
a.clifford@surrey.ac.uk  
 Dr Naomi Winstone  
T: +44 (0)1483 686860 
n.winstone@surrey.ac.uk 
Dear School Teacher 
My name is Yousuf Alazmi, and I am a PhD research student at the University of Surrey in the United Kingdom. I am conducting 
psychology research into primary school students’ behaviour in Kuwait.  The main aim of the study is to investigate and analyse the 
relationship between behavioural problems and academic achievement in Kuwait primary schools. The project is being supervised by 
Dr Alexandra Clifford and Dr Naomi Winstone at the University of Surrey. 
 
I would like you to participate in this research by completing three questionnaires for each student at your convenient time and place.  
Five students have been selected for you and this would require spending about15 minutes for each student to complete the 
questionnaires.   The questionnaires are focused mainly on your students’ behaviour and their academic achievement.  
What will the study involve for me? 
You will be asked to complete three questionnaires regarding your students’ behaviour and their academic achievement in school. The 
questionnaires seek your valuable opinions and views on the relationship between students’ behaviour and academic achievement.   
The questionnaire responses will be recorded for data analysis purposes.   The questionnaires will be distributed and collected at your 
convenient date, time and place to eliminate any disruption or inconvenience to you. 
Will participation in this study be kept confidential? 
All the information in this study will be kept completely confidential for 10 years. The research will not include any information that 
can be used to identify you or any children mentioned in the questionnaires and the school will not be named. Copies of the completed 
questionnaires will only be available to myself and my supervisors and will be destroyed after being coded and anonymised.  
What will happen to the results of this study? 
The results of this study will be included in my PhD thesis and may be written up and submitted to a journal of educational 
psychology. None of the teachers, schools and children will be identified in any way in this thesis or manuscript and I will provide the 
school with a copy of the results I find. If you have any questions regarding the study please contact me directly on 
y.alazmi@surrey.ac.uk or contact the research supervisors Dr Alexandra Clifford and Dr Naomi Winstone, whose contact details are 
provided above. 
Yours Sincerely, 
Yousuf Alazmi 
 
  
BEHAVIOUR AND ACADEMIC ACHIEVEMENT IN KUWAIT PRIMARY SCHOOLS   391 
 
 
 
 
 
 
Department of Psychology 
Faculty of Arts & Human Sciences 
University of Surrey 
Guildford, Surrey  
GU2 7XH UK 
Dr Alexandra Clifford 
T:+44(0) 1483 686907 
a.clifford@surrey.ac.uk  
 Dr Naomi Winstone  
T: +44 (0)1483 686860 
n.winstone@surrey.ac.uk 
 
Consent of School Teacher 
 
Title of project: Relationship between behavioural problems and academic achievement in Kuwait primary 
schools 
 
 
Supervisors: Dr Alexandra Clifford and Dr Naomi Winstone 
 
 
I the undersigned voluntarily agree to take part in the study on children’s behaviour and their academic 
achievement. 
 
I have read and understood the Information Sheet provided by the researcher.   I have been given a full 
explanation by the researcher of the nature, purpose, location and likely duration of the study, and of what I will 
be expected to do.   I have been advised about any discomfort and possible ill-effects on my health and well-
being which may result.   I have been given the opportunity to ask questions on all aspects of the study and have 
understood the advice and information given as a result. 
 
I agree to comply with any instruction given to me during the study and to co-operate with the researcher. 
 
I understand that all personal data relating to volunteers is held and processed in the strictest confidence, and in 
accordance with the Data Protection Act (1998). I agree that I will not seek to restrict the use of the results of the 
study on the understanding that my anonymity is preserved. 
 
I understand that I am free to withdraw from the study at any time without needing to justify my decision and 
without prejudice. 
 
I confirm that I have read and understood the above and freely consent to participating in this study.  I have been 
given adequate time to consider my participation and agree to comply with the instructions and restrictions of 
the study. 
 
 
 
Name of School Teacher (BLOCK CAPITALS)    ........................................................  
 
Signed                  ........................................................  
 
     Date                                                                                       .................................. ......................                                                                          
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Appendix 12: Information Sheet and Consent Form for Teachers (Study 3) 
 
 
 
 
 
Department of Psychology 
Faculty of Arts & Human Sciences 
University of Surrey 
Guildford, Surrey  
GU2 7XH UK 
Dr Alexandra Clifford 
T:+44(0) 1483 686907 
a.clifford@surrey.ac.uk  
 Dr Naomi Winstone  
T: +44 (0)1483 686860 
n.winstone@surrey.ac.uk 
 
Dear School Teacher 
My name is Yousuf Alazmi, and I am a PhD research student at the University of Surrey in the United 
Kingdom. I am conducting psychology research into primary school students’ behaviour in Kuwait.  The main 
aim of the study is to investigate and analyse the relationship between behavioural problems and academic 
achievement in Kuwait primary schools. However, a further part of the study is to investigate the views of 
teachers with regard to teaching issues and behaviour. The project is being supervised by Dr Alexandra Clifford 
and Dr Naomi Winstone at the University of Surrey. 
 
I would like you to participate in this further research by completing one questionnaire. While no time limit has 
been set for the completion of the questionnaire, it is anticipated that it should not take more than 40 minutes to 
complete. The questionnaire is focused on teacher perceptions of behaviour and approaches and strategies for 
dealing with it. 
What will the study involve for me? 
You will be asked to complete one questionnaire regarding your perceptions of students’ behaviour and the 
approaches and strategies that you employ in dealing with it. The questionnaire seeks your valuable opinions 
and views and responses will be recorded for data analysis purposes.    
Will participation in this study be kept confidential? 
All the information in this study will be kept completely confidential for 10 years. The research will not include 
any information that can be used to identify you or any children mentioned in the questionnaire and the school 
will not be named. Copies of the completed questionnaires will only be available to myself and my supervisors 
and will be destroyed after being coded and anonymised.  
What will happen to the results of this study? 
The results of this study will be included in my PhD thesis and may be written up and submitted to a journal of 
educational psychology. None of the teachers, schools and children will be identified in any way in this thesis or 
manuscript and I will provide the school with a copy of the results I find. If you have any questions regarding 
the study please contact me directly on y.alazmi@surrey.ac.uk or contact the research supervisors Dr Alexandra 
Clifford and Dr Naomi Winstone, whose contact details are provided above. 
Yours Sincerely, 
Yousuf Alazmi 
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Department of Psychology 
Faculty of Arts & Human Sciences 
University of Surrey 
Guildford, Surrey  
GU2 7XH UK 
Dr Alexandra Clifford 
T:+44(0) 1483 686907 
a.clifford@surrey.ac.uk  
 Dr Naomi Winstone  
T: +44 (0)1483 686860 
n.winstone@surrey.ac.uk 
 
Consent of School Teacher 
 
Title of project: Relationship between behavioural problems and academic achievement in Kuwait primary 
schools 
 
 
Supervisors: Dr Alexandra Clifford and Dr Naomi Winstone 
 
 
I the undersigned voluntarily agree to take part in the study on teacher perceptions of behaviour and approaches 
and strategies for dealing with it. 
 
I have read and understood the Information Sheet provided by the researcher.   I have been given a full 
explanation by the researcher of the nature, purpose, location and likely duration of the study, and of what I will 
be expected to do.   I have been advised about any discomfort and possible ill-effects on my health and well-
being which may result.   I have been given the opportunity to ask questions on all aspects of the study and have 
understood the advice and information given as a result. 
 
I agree to comply with any instruction given to me during the study and to co-operate with the researcher. 
 
I understand that all personal data relating to volunteers is held and processed in the strictest confidence, and in 
accordance with the Data Protection Act (1998). I agree that I will not seek to restrict the use of the results of the 
study on the understanding that my anonymity is preserved. 
 
I understand that I am free to withdraw from the study at any time without needing to justify my decision and 
without prejudice. 
 
I confirm that I have read and understood the above and freely consent to participating in this study.  I have been 
given adequate time to consider my participation and agree to comply with the instructions and restrictions of 
the study. 
 
 
 
Name of School Teacher (BLOCK CAPITALS)    ........................................................  
 
Signed                  ........................................................  
 
     Date                                                                                       ........................................................                                                                          
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Appendix 13: Information Sheet and Consent Form for Parents 
 
 
 
Department of Psychology 
Faculty of Arts & Human Sciences 
University of Surrey 
Guildford, Surrey  
GU2 7XH UK 
Dr Alexandra Clifford 
T:+44(0) 1483 686907 
a.clifford@surrey.ac.uk  
 Dr Naomi Winstone  
T: +44 (0)1483 686860 
n.winstone@surrey.ac.uk 
 
Dear Parent/Guardian, 
My name is Yousuf Alazmi, and I am a PhD research student at the University of Surrey in the United 
Kingdom. I am conducting psychology research into primary school students’ behaviour in Kuwait.  The main 
aim of the study is to investigate and analyse the relationship between behavioural problems and academic 
achievement in Kuwait primary schools. The project is being supervised by Dr Alexandra Clifford and Dr 
Naomi Winstone at the University of Surrey. 
 
I would like you to participate in this research by completing two questionnaires at your convenient time and 
place. This would require you to spend no more than 10 minutes to complete the questionnaires. The 
questionnaires are focused mainly on your child's behaviour and his/her academic achievement.  
What will the study involve for me? 
You will be asked to complete two questionnaires regarding your child behaviour and his/her academic 
achievement in school. The questionnaires seek your valuable opinions and views on the relationship between 
students’ behaviour and academic achievement.   The questionnaire responses will be recorded for data analysis 
purposes. The questionnaires will be distributed and collected at your convenient date, time and place to 
eliminate any disruption or inconvenience to you. 
Will participation in this study be kept confidential?  
All the information in this study will be kept completely confidential for 10 years. The research will not include 
any information that can be used to identify you or your child and the school will not be named. The 
questionnaires data and main outcomes will only be available to myself and my supervisors and will be 
destroyed after being coded and anonymised. 
What will happen to the results of this study? 
The results of this study will be included in my PhD thesis and may be written up and submitted to a journal of 
educational psychology. None of the parents, schools and children will be identified in any way in this thesis or 
manuscript and I will provide the school with a copy of the results I find. If you have any questions regarding 
the study please contact me directly on y.alazmi@surrey.ac.uk or contact the research supervisors Dr Alexandra 
Clifford and Dr Naomi Winstone, whose contact details are provided above. 
 
Yours Sincerely, 
Yousuf Alazmi 
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Department of Psychology 
Faculty of Arts & Human Sciences 
University of Surrey 
Guildford, Surrey  
GU2 7XH UK 
Dr Alexandra Clifford 
T:+44(0) 1483 686907 
a.clifford@surrey.ac.uk  
 Dr Naomi Winstone  
T: +44 (0)1483 686860 
n.winstone@surrey.ac.uk 
 
 
Parental Consent Form 
 
Title of project: Relationship between behavioural problems and academic achievement in Kuwait primary 
schools 
 
          Supervisors: Dr Alexandra Clifford and Dr Naomi Winstone 
 
 
I the undersigned voluntarily agree to take part in the study on children’s behaviour and their academic 
achievement. 
 
I have read and understood the Information Sheet provided by the researcher.   I have been given a full 
explanation by the researcher of the nature, purpose, location and likely duration of the study, and of what I will 
be expected to do.   I have been advised about any discomfort and possible ill-effects on my health and well-
being which may result.   I have been given the opportunity to ask questions on all aspects of the study and have 
understood the advice and information given as a result. 
 
I agree to comply with any instruction given to me during the study and to co-operate with the researcher. 
 
I understand that all personal data relating to volunteers is held and processed in the strictest confidence, and in 
accordance with the Data Protection Act (1998). I agree that I will not seek to restrict the use of the results of the 
study on the understanding that my anonymity is preserved. 
 
I understand that I am free to withdraw from the study at any time without needing to justify my decision and 
without prejudice. 
 
I confirm that I have read and understood the above and freely consent to participating in this study.  I have been 
given adequate time to consider my participation and agree to comply with the instructions and restrictions of 
the study. 
 
 
 
Name of the pupil’s parent/Guardian (BLOCK CAPITALS)........................................................  
 
Signed                  ........................................................  
 
     Date                                                                                       ........................................................                                                                          
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Appendix 14: Parental Information Sheet and Consent Form for Children 
 
 
 
 
 
 
Department of Psychology 
Faculty of Arts & Human Sciences 
University of Surrey 
Guildford, Surrey  
GU2 7XH UK 
Dr Alexandra Clifford 
T:+44(0) 1483 686907 
a.clifford@surrey.ac.uk  
 Dr Naomi Winstone  
T: +44 (0)1483 686860 
n.winstone@surrey.ac.uk 
 
Dear Parents/Guardians, 
 
My name is Yousuf Alazmi, and I am a research student (PhD) at the University of Surrey in the United 
Kingdom. I am conducting research for my PhD in Psychology looking into primary school students’ behaviour 
in Kuwait.  The main aim of the study is to investigate and analyse the relationship between behavioural 
problems and academic achievement in Kuwait primary schools. The project is being supervised by Dr 
Alexandra Clifford and Dr Naomi Winstone at the University of Surrey. 
 
What will the study involve for my child? 
I have been authorised to conduct this research in the school and your child will attend their classes as usual. I 
will test them in reading comprehension, spelling, and mathematics. These tests should take no longer than 15 
minutes. I will observe the students' behaviour during normal class activities and the observation will take 
approximately 30 minute. Your child will not be forced to complete any activities, and all tasks will be 
completed in an informal manner to ensure no stress or anxiety is placed upon your child, and if they wish to 
stop they will be free to do so at any time. 
 
Will my child’s participation in this study be kept confidential? 
All the information in this study will be kept completely confidential for 10 years. The research will not include 
any information that can be used to identify your child and the school will not be named. Copies of the tasks 
completed by students will only be available to myself and my supervisors and will be destroyed after being 
coded and anonymised. 
 
What will happen to the results of this study? 
 
The results of this study will be included in my PhD thesis and may be written up and submitted to a journal of 
educational psychology. Your child will not be identified in any way in this thesis or manuscript and I will 
provide the school with a copy of the results I find. If you have any questions regarding the study please contact 
me directly on y.alazmi@surrey.ac.uk or contact the research supervisors Dr Alexandra Clifford and Dr Naomi 
Winstone, whose contact details are provided above. 
 
I hope you will be willing for your child to take part in this study. If you are, could you please sign and date the 
consent form below, and return it to your child’s school as soon as possible. 
Yours sincerely, 
 
Yousuf Alazmi 
 
 
 
 
Department of Psychology 
Faculty of Arts & Human Sciences 
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University of Surrey 
Guildford, Surrey  
GU2 7XH UK 
Dr Alexandra Clifford 
T:+44(0) 1483 686907 
a.clifford@surrey.ac.uk  
 Dr Naomi Winstone  
T: +44 (0)1483 686860 
n.winstone@surrey.ac.uk 
 
 
  
Parental Consent Form 
 
I hereby give permission for my child to take part in the study investigating the relationship between problem 
behaviour and education achievement in Kuwait. 
 
I have read and understood the Information Sheet provided. I am aware of the aims, expectations of my child, 
location of the study and likely duration of activities. 
 
I have had a chance to ask the researcher any questions I had and am happy with the subsequent responses. 
 
I understand that all personal data regarding my child will be kept in strict confidence in accordance with the 
Data Protection act (1998) 
 
I understand that my child is in no way required to take part in this study and can withdraw at any point with any 
collected data being destroyed. 
 
Name of child: ___________________________ 
 
Name of Parent / Guardian: __________________________ 
 
Signed: __________________________ 
 
Date: __________________________ 
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Appendix 15: Information Sheet and Consent Form for Children 
 
 
 
 
Information sheet for participants 
 
 
I need your help by participating in my research about student behaviour in primary schools in Kuwait.   
 
 
What are we going to do? 
 
I would like to carry out three short tests with you. The tests are reading, mathematics and spelling.  This will 
only take about 20 minute for all tests.  
When I write my report, I do not write about individual children, so nobody will know your answers. Also, your 
name will not be mentioned to anyone, not your teacher or your parents. 
 
You do not have to take part in the study, and you can stop at any time. 
 
 
Participant Consent Form 
Please put a ✓or X in each box 
 
1. I understand the project.  
2. I know that I don’t have to take part in the study and can stop anytime I want.  
3. I am happy to take part in the study.  
 
My name _______________________________________________ 
 
My signature _________________________________ 
 
Today’s date ________________________________ 
 
 
 
